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ABSTRACT 
  
 The linear path once followed by community college transfer students is outmoded as 
multiple institutional attendance has become commonplace. The purpose of the present study 
was to compare and measure the perception of academic and social adjustment for former 
concurrent enrollment transfer students with traditional vertical transfers at a research intensive, 
highly selective university. The concurrent enrollment program was designed to introduce 
students to the four-year institution’s rigor and expectations, while maintaining close faculty 
contact through small class sizes at the community college. Moreover, participants could live on 
the university campus, attend university student-only functions, as well as receive advising from 
both institutions. Through the application of the Laanan-Transfer Students’ Questionnaire (L-
TSQ), the study also sought to measure knowledge accumulation at the community college for 
both concurrent enrollment and vertical transfer students. The results of the study indicate that 
concurrent enrollment transfer students, overall, did not perceive themselves as academically or 
socially adjusted to the university after transferring. However, members of underrepresented 
racial and/or ethnic groups were more likely to feel academically and socially adjusted. Practical 
implications for institutional leaders to establish a more transfer-receptive culture are provided.  
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AUTHOR’S NOTE 
 It is important to disclose that I serve as the Coordinator of Transfer Advising and the 
administrator for the pathway programs at the University of Illinois. I am the first to serve in this 
capacity at the institution. Hence, my positionality as the researcher is shaped by my 
administration of the Parkland Pathway to Illinois program. My role has enabled deep insights 
into the structure and operation of the program, but also brings potential bias from working in 
such close proximity to the program. Results should be considered with this role as participant 
observer in mind.  
  
1 
 
CHAPTER 1 - INTRODUCTION 
Enrollment in postsecondary institutions was once thought to be a linear process where a 
student attends one four-year institution and then graduates with their bachelor’s degree. The 
introduction of the junior college model in 1901 complicated higher education by offering 
foundational courses at a two-year institution1 after which the student could transfer the credits to 
a baccalaureate-granting institution and pursue their four-year degree. In more recent years, 
enrollment patterns have become increasingly complex as students attend multiple institutions 
simultaneously or bounce back and forth between multiple institutions. In fact, Adelman (2006) 
found almost 60% of postsecondary students attended multiple institutions during their 
undergraduate education. While these enrollment patterns encompass traditional transferring of 
credits between institutions, they also include many other configurations (Adelman, 2006; 
McCormick, 2003), and scholarly research has recently begun to explore the characteristics of 
those that pursue these patterns and the impact on baccalaureate completion. The present study 
focuses on the impact of one type of complex enrollment pattern: concurrent enrollment.  
Concurrent enrollment occurs when students take courses at two separate higher 
education institutions simultaneously during the same term. As Wang and McCready (2013) 
indicated, concurrent enrollment offers students the opportunity to expand their access to 
coursework beyond what is offered at their current institution. Additionally, as most concurrent 
enrollment occurs vertically between community colleges and four-year institutions, there is a 
cost benefit as community college tuition is often lower than the four-year tuition. Given the 
marketplace mentality that many higher education students have – the best education at the 
                                                            
1 In this paper, the terms ‘two-year institution’ and ‘community college’ will be used 
interchangeably. 
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lowest cost – concurrent enrollment is attractive given increased course availability and 
flexibility coupled with lower tuition charges.  
Further, community college students who attend two or more institutions concurrently 
may also be shopping for a transfer institution. One they perceive to be a good fit, one that they 
feel comfortable attending. Community college students who pursue the traditional linear path of 
ending their attendance at the first institution and transferring their credits to a new institution 
often do not have the opportunity to experience their future institutions in this way, which could 
result in a difficult adjustment experience to their new institution. Research has shown that 
students moving from the community college to the university often experience a culture shock 
which could result in lower grade point average and decreased connection to the transfer 
institution (Cejda, 1997; Flaga, 2002; Hills, 1965; Ishitani, 2008; Laanan, 2007; Laanan, 
Starobin, & Eggleston, 2010; Townsend & Wilson, 2006). However, this research has not 
extended to those simultaneously enrolled at their community college and their intended transfer 
institution.  
As the following literature review will illustrate, the majority of previous research has 
focused on the concurrent enrollment patterns of students whose primary institutions are 
baccalaureate-granting colleges and universities; the research is limited for vertical concurrent 
enrollment students whose primary institution is a community college. This study was designed 
to further the research on this particular complex enrollment pattern and add depth to the 
literature on the transfer student experience given its focus on structured concurrent enrollment. 
Recent years have shown an increase in these structured partnerships between community 
colleges and four-year institutions that dually admit and advise students on course taking and 
programs of study. Often, the design of these structured concurrent enrollment programs offer 
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participants an introduction to their transfer institution earlier than traditional transfer students. 
This early introduction could result in both intended and unintended consequences for both the 
participating students and institutions. Concurrent enrollment may increase institutional 
knowledge as well as reduce the shock of the transfer process, but it could also result in different 
perceptions of adjustment than traditional vertical transfer students. To this end, the purpose of 
this study is to compare the students’ perception of adjustment after enrolling at the four-year 
institution for those that participated in a structured concurrent enrollment program with 
traditional transfer students.  
The focus on adjustment rather than other terms that are ubiquitous in the post-transfer 
transition process (Bahr, Toth, Thirolf, & Massé, 2013) is intentional. The integration of transfer 
students into their receiving institution was first conceptualized as an “adoption of the norms and 
values of the campus” (Bahr et al., 2013, p. 466). Integration is focused on the perception of 
integration as viewed by the student. Another common term is Astin’s (1999) involvement which 
measures the quantity and quality of real and emotional effort a student puts toward their college 
experience (p. 518). Adjustment as operationalized by Laanan (1996, 2004) is a combination of 
both the subjective perception and objective behavior; it is what a transfer student does and how 
they behave at their receiving institution.    
Definition of Terms 
 Given the shortage of research on concurrent enrollment programs and the students’ 
adjustment to the university after transfer, the following definitions are used in the study: 
1. Adjustment, academic – The perception of the academic culture at the receiving 
institution (as viewed by the transfer student) which may include formal and informal 
academic interactions related to course rigor/completion, academic advising 
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experiences, and faculty interaction (Laanan, 1996, 2004). These interactions can 
occur with peers, faculty, and/or staff. 
2. Adjustment, social – The perception of the social culture at the receiving institution 
(as viewed by the transfer student) in addition to social behaviors which may include 
formal and informal social interactions both in and out of the classroom (Laanan, 
1996, 2004). These interactions can occur with peers, faculty, and/or staff.  
3. Articulation agreement – The totality of services for students transferring throughout 
higher education, developed to exchange credits, courses, and curriculum (Kintzer, 
1996). 
4. Concurrent enrollment program – A program designed between two- and four-year 
institutions, where program participants take courses simultaneously at both 
institutions. These programs often contain structured academic plans, advising, and 
admission guarantees.  
5. Concurrent enrollment student – Postsecondary student enrolled and taking 
coursework at a community college and four-year institution simultaneously (Herzog, 
2005). By contrast, dual enrollment is the term commonly used for a high school 
student that takes college courses for credit while completing high school graduation 
requirements.  
6. Transfer student – A student who earns postsecondary credit after completing high 
school and transfers that coursework to another postsecondary institution with the 
intention of attending the new institution full-time (Adelman, 1999). The present 
study uses the earning of at least 12-credit hours after graduation as the indicator of 
transfer.   
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7. Vertical transfer – A student who begins their post-secondary study at a two-year 
institution and transfers to a four-year institution (Kirk-Kuwaye & Kirk-Kuwaye, 
2007). Vertical transfer is considered the traditional method of transferring between 
two- and four-year institutions (Townsend, 2001).  
8. Transfer student adjustment – The ongoing process of social and psychological 
relearning of a new institutional culture with differing academic and social 
expectations after transferring from the first institution (Eggleston & Laanan, 2001; 
Laanan, 1996).  
Parkland Pathway to Illinois 
The Parkland Pathway to Illinois program is a structured concurrent enrollment program 
between Parkland College, a comprehensive community college and the University of Illinois2, a 
Land Grant, Research I, selective institution. Through a Lumina Foundation grant, the program 
was established in 2007 to increase access to the university through a more formal community 
college partnership. Program participation offers many benefits including coordinated academic 
advising from both institutions, specialized first-year experience (FYE) courses based on 
intended transfer college, ability to live in university residence halls, and access to university 
libraries and computer facilities. The Parkland Pathway to Illinois program is a structured 
concurrent enrollment program with intentional course selection. Participants do not 
concurrently enroll between the two institutions without guidance and direction from program 
advisors.  
                                                            
2 The University of Illinois may also be referred to by the acronym U of I or UIUC: University of 
Illinois at Urbana-Champaign 
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There are several significant unique benefits only available to program participants. First, 
participants may take up to five-credit hours per fall and spring semesters at the University of 
Illinois with tuition charged at the Parkland College tuition rate. Second, after successful 
completion of the two-year program, participants complete the transfer application in order to 
transfer to the University of Illinois as a full-time, degree-seeking student. Unlike traditional 
transfer students, Parkland Pathway to Illinois participants are given guaranteed admission to the 
University of Illinois and the college in which they have an interest ("Parkland Pathway to 
Illinois", 2017).   
Admission to the program is open to high school seniors who graduate or receive their 
general equivalency diploma (GED) in the State of Illinois. Current community college students 
with over 12 transferable college credits are discouraged from applying given the four semester 
requirement of the program, as these students may meet transfer requirements for earlier 
admittance to the University. Consideration for admission to the program has two prongs. The 
first is admission to Parkland College, which requires completion of an associate degree-seeking 
application, submission of official high school transcripts (or GED certificate) and standardized 
test scores. Parkland is an open access institution where all students are admitted entry to non-
competitive admission programs and do not need to live within the community college’s district 
to be considered. Course registration requires placement tests to be completed as needed.  
The second prong to the concurrent enrollment program is the more selective University 
of Illinois admission review. The University of Illinois Parkland Pathway to Illinois application 
is available from February 15 to April 15 for fall admission. The online application requires 
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students to select a participating college3 and interest area. Mirroring the University of Illinois 
freshmen application, the Parkland Pathway application also requires students to self-report their 
high school academic record by entering the courses they completed in high school by year and 
providing the grades earned. Applicants must provide a 300-word essay describing why they are 
applying to the Parkland Pathway to Illinois program as well as interest in their intended major. 
Finally, students are required to submit their standardized test scores electronically through the 
test administrator website. Both of the applications to Parkland College and the University of 
Illinois Parkland Pathway to Illinois program have no application or filing fees associated.  
Unlike Parkland College, the University of Illinois is selective in their admission. Though 
no criterion is published, the Parkland Pathway to Illinois program is known to look for students 
who would be successful navigating the programmatic requirements and completing their 
transfer to the university. The admission process varies by reviewing college in that some 
provide parameters to the University’s Office of Undergraduate Admissions with profile 
minimums that should be admitted; other colleges wish to review every Parkland Pathway to 
Illinois application. However, every application is reviewed with consideration to high school 
coursework and rigor taken in conjunction with their essay and major/career interest.   
The research on the shock transfer students often experience in their adjustment to their 
new institution informed the structure of the Pathway program. The design was intentional to 
introduce participants to the University of Illinois by allowing students to take up to 5-credit 
hours per term at the University, in addition to encouraging living in the residence halls. Further, 
the program provided academic support to students through the small class sizes at Parkland and 
                                                            
3 Participating colleges are: Agricultural, Consumer, and Environmental Sciences, Applied 
Health Sciences, Education, Engineering, Fine and Applied Arts, Liberal Arts and Sciences, 
Media, and the School of Social Work 
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coordinated advising between the two institutions. With this early introduction, the aim was to 
facilitate campus adjustment, retention, and ultimately, graduation rates from the University. 
However, access to the participation in the Pathway program is only available for a limited time 
during a student’s senior year in high school.  
Recruitment for applicants to the Parkland Pathway to Illinois program begins in early 
fall and is driven by the Parkland College Admissions and Records Office. The University of 
Illinois joins Parkland at local Champaign-Urbana high schools in addition to college fairs and 
campus visits hosted at Parkland. Due to the segmentation of Illinois community college 
districts, Parkland does not recruit outside of their boundaries. Even with delimitations in place, 
the Parkland Pathway to Illinois Open House (hosted every February) has attendees from all over 
the state. The University of Illinois does not actively recruit for the Pathway program outside of 
these activities, but hosts all programmatic information on their admissions site and admissions 
representatives will provide information on the program if asked.  
For students that are unaware of the program, they attend their local community college 
and work with their advisors to meet admission requirements; they do not have the guidance the 
Parkland Pathway to Illinois participants have through advising and concurrent enrollment. 
Comparing traditional vertical and concurrent enrollment transfer students in terms of their own 
assessment of their post-transfer adjustment to the University will measure if concurrent 
enrollment has an impact on these perceptions of academic and social adjustment. Previous 
research has used national data sets to compare bachelor degree completion of community 
college students who concurrently enrolled and measured that population against those students 
who had never co-enrolled (Crisp, 2013; Wang & McCready, 2013; Wang & Wickersham, 
2014). While this research provided valuable information related to graduation rates of 
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concurrently enrolled students, the national data sets were unable to differentiate between 
voluntary concurrent enrollment and participation in a structured concurrent enrollment program 
with additional transfer support.  
The design of this study was planned through a synthesis of previous literature and 
guided by transfer student capital theory (Laanan et al., 2010; Starobin, Smith, & Laanan, 2016). 
Using a dominant/less-dominant design (Creswell, 1994), the dominant method of quantitative 
analysis allowed the researcher to test the effect participation in the concurrent enrollment 
program has on student perceptions of adjustment after program completion and subsequent 
transfer. The addition of the less-dominate qualitative method of open-ended questions to the 
survey design provided the respondents the opportunity to describe their own adjustment 
experiences, which adds depth and texture to the quantitative analysis.  
Significance of the Study 
Partnerships designed as pathways between two-year and four-year institutions are not 
new, as evidenced by the establishment of Joliet Junior College as a route to the University of 
Chicago in 1901. However, the efficacy of structured concurrent enrollment programs in terms 
of adjustment has not been measured. This study has provided insight into the impact of these 
programs on student perceptions of campus adjustment. As previous research has focused on the 
impact of concurrent enrollment on retention and graduation rates primarily, the focus on the 
student perception of campus adjustment is critical as these programs continue to be established. 
The results can be used to inform policies and procedures at two- and four-year institutions in 
order to aid in the preparation of students for transfer and their adjustment afterward.  
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Research Questions 
Participation in the Parkland Pathway to Illinois program provides select students with an 
introduction to the University of Illinois through coursework, faculty access, and the opportunity 
to participate in registered student organizations, to name several benefits. Given this early 
introduction to the university culture, participating students may have more institutional 
knowledge than traditional transfer students, which could result in different adjustment 
experience to the four-year institution. With these thoughts in mind, the following research 
questions have shaped the study: 
1. Does the perception of academic and social adjustment differ between traditional 
vertical and structured concurrent enrollment transfer students? 
2. What background characteristics, community college factors, and university factors 
best predict positive academic and social adjustment to the University for concurrent 
enrollment transfer students? 
3. To what extent does “transfer student capital” (TSC) influence academic and social 
adjustment for all community college transfer students and concurrent enrollment 
students specifically? 
Given the lack of research on structured concurrent enrollment, I have no previous 
research on which to base any hypotheses. However, as participants in the Parkland Pathway to 
Illinois program are introduced to the rigor of the university prior to transfer, in addition to 
receiving advising at the community college and the four-year institution simultaneously,  it is 
reasonable to predict that students transferring through the program have increased positive 
perceptions of academic and social adjustment after transfer.  
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Theoretical Framework 
 The study is founded on the transfer student capital (TSC) framework which identifies 
the ways in which transfer students gain knowledge related to the transfer process and use this 
information to persist at their transfer institution (Laanan et al., 2010). More specifically, transfer 
student capital is defined as “how community college students accumulate knowledge in order to 
negotiate the transfer process, such as understanding credit-transfer agreements between 
colleges, grade requirements for admission into a desired major, and course prerequisites” 
(Laanan et al., 2010, p. 177). The TSC framework is designed to inform the issue of the 
adjustment of community college transfer students to the university environment and culture. 
Transfer student capital theory was developed through the analysis and modification of 
three prominent theories; Pascarella’s (1985) theory of student learning and development, human 
capital theory as developed by Becker (1993), and Hagedorn et al.'s, (2008) conception of 
transfer as indicators of student retention in higher education (Laanan et al., 2010). Further, 
transfer student capital continued to build upon the sociological application of capital first 
introduced by Bourdieu (1986). Capital is defined as money or assets, real or perceived, that are 
used as an exchange for goods (Bourdieu, 1986). Initially used in economic theory, Bourdieu 
(1986) moved beyond that function to encompass cultural and social capital. The institutional 
application of cultural capital focuses on the educational attainment of those from differing 
social classes and the knowledge that is inherent to those groups (Bourdieu, 1986). Social 
capital, while related to cultural capital, is more focused on the actual or perceived networks of 
knowledge through social group interaction (Bourdieu, 1986).  
The relationship between these theories are evident when studying the transfer process of 
community college students to their four-year institution as they must have some insight into 
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what is needed in order to successfully adjust to the new institutional culture. The networks built 
to assist in the adjustment can consist of family and friends, community college faculty and 
advisors, as well as their experiences with peers and within their general education courses. 
Given this study’s focus on a unique structured concurrent enrollment program, where students 
have dual advising and concurrent enrollment, it is reasonable to expect that this group of 
students would enter the university with more transfer student capital than traditional vertical 
transfer students.  
The present study endeavored to examine student adjustment for students who transferred 
through a concurrent enrollment program whereby they attended both a two- and four-year 
institution. The following pages will focus on previous research on complex enrollment patterns 
and the adjustment of transfer students. This review provides the necessary background of where 
the research has been and supports the present study and its research focus on the adjustment of 
concurrent enrollment transfer students.  
Summary and Outline of Dissertation 
 This study looked at the adjustment experiences and perceptions of concurrent enrollment 
transfer students in comparison to traditional community college transfer students to a large, 
research intensive, doctoral-granting institution. Through this comparison, the study measured 
the impact of participation in the Parkland Pathway to Illinois program on the feelings of 
adjustment. The implications of this research demonstrate that the student perception of 
adjustment is not limited to graduation and persistence rates as previous studies have 
acknowledged. The first chapter provides an introduction to the concept of concurrent 
enrollment, introduces the structure of the Parkland Pathway to Illinois program, and frames the 
study through transfer student capital as a theoretical framework. Chapter 2 contains a literature 
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review focused on the research around both student and institutional perspectives on adjustment 
and multi-institutional enrollment. Chapter 3 outlines the methodology and research design of 
the study. Chapter 4 presents the results of the study. The final chapter presents the discussion, 
conclusion, implications, and recommendations for future research and practice.   
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CHAPTER 2 - LITERATURE REVIEW 
 
The junior college was established in 1901 with the dual purposes of accommodating 
recent high school graduates who were interested in attending the University of Chicago and 
diverting these same students away from that institution (Brint & Karabel, 1989a, 1989b). Given 
these competing missions, the study of community college students has often focused on the 
impact of attending a community college on baccalaureate completion. Overall findings indicate 
that between 15% and 25% of students do not earn any higher education credential (Mayhew et 
al., 2016). Community college researchers have also provided insight into the role of community 
colleges in providing postsecondary education access, affordability, and mobility (Brint & 
Karabel, 1989b; Dowd, Cheslock, & Melguizo, 2008; Grodsky & Jackson, 2009; Haveman & 
Smeeding, 2006; Paulsen & St. John, 2002; Walpole, 2003; Winkle-Wagner, 2010; Zamani-
Gallaher, Bazile, & Stevenson, 2011) through articulation agreements designed to ease the 
transferability of coursework (Bers, 2013; Bragg, 2001).  Researchers have also estimated the 
effect of attending a community college in regard to degree attainment (Alfonso, 2006; 
Dougherty, 1992; Lockwood Reynolds, 2012; Melguizo & Dowd, 2009; Monaghan & Attewell, 
2015; Terry & Kurlaender, 2009; Velez, 1985). 
The following literature review sets the foundation for the present study and, given the 
breadth and depth of the research identified above, moves beyond these themes. Through the 
discussion of research focusing on complex postsecondary enrollment patterns in addition to the 
adjustment of community college transfer students at the baccalaureate-granting institution, the 
lack of literature centered on these subjects will be emphasized.  
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Multi-Institutional Enrollment Patterns 
The previous belief that vertical transfer students spend two years at the community 
college and then transfer to their four-year institution where they take their remaining 
coursework is becoming outdated. Students are now moving between institutions in an effort to 
take required courses, diversify their studies, and/or accelerate their graduation. As the present 
study focuses on the concurrent enrollment patterns, the next section will focus on both 
concurrent enrollment and the swirling enrollment pattern, which is defined as non-simultaneous 
enrollment between two or more institutions. This focus is intentional as other patterns identified 
(i.e. dropout and stop-out) indicate the ending of enrollment, which is not pertinent to the present 
study.  
Swirl 
 De los Santos and Wright (1990) first identified swirling as the back and forth enrollment 
pattern between institutions. This swirling attendance pattern is difficult to identify when it is 
occurring as it can consist of students enrolling at multiple community colleges, between several 
four-year universities or any combination of the two. Given this issue of identification, theories 
as to when and why students pursue this enrollment pattern have varied. A practical illustration 
of swirling enrollment is using summer enrollment at a community college closer to the student’s 
home to complete university degree requirements. Another reason students may swirl between 
institutions could be the economic benefit of returning to the community college after transfer to 
the four-year institution since the community college often has lower tuition and fees than their 
current institution (Johnson & Muse, 2012). Students often live close to their community 
colleges, so a return to the community college could result in lower room and board as they 
could live at home (Johnson & Muse, 2012). Swirling may also be used to “test out” another 
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institution’s courses or climate for transfer. To that end, swirl could also be used to gain access 
to a more elite institution of which the student did not initially meet admission requirements. 
Using the swirling attendance pattern, the student could take courses at the elite institution and 
slowly introduce themselves to the rigor and expectations with the goal of applying as degree-
seeking in the future (Johnson & Muse, 2012; Schulte, 2015).  
 Attending multiple institutions through swirling could also have long lasting negative 
implications with loss of credits, longer time to degree as well as increasing student debt 
(Johnson & Muse, 2012; McCormick, 2003; Schulte, 2015). In an attempt to ward off costly 
credit loss, states like California, Florida, and Illinois have systems in place to inform students of 
course transferability, i.e. common course numbering and articulation initiatives; however not all 
states do. Though, even for those states that do offer such programs, the information can be 
confusing and students may not seek administrative approval to ensure the courses will transfer 
which could result in loss of credits earned (Johnson & Muse, 2012; McCormick, 2003).  
 In reviewing fall 1989 institutional enrollment data, de los Santos and Wright (1990) 
identified that one-third of Arizona State University (ASU) students indicated that they had also 
attended at least one Maricopa system school. Additionally, over 7,000 ASU students enrolled 
through the Maricopa Community College District (MCCD) for that same fall term were former 
ASU students (de los Santos & Wright, 1990). Through additional interviews, the participants 
confirmed previous hypotheses in that they swirled due to the flexibility and easy access to 
coursework at the community colleges to complete their bachelor’s degrees (de los Santos & 
Wright, 1990).  
 The timing and persistence to the baccalaureate of students with multi-institutional 
attendance was the primary focus of Johnson and Muse’s (2012) single institution study. In 
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addition to data from the National Student Clearinghouse to track student enrollment behavior, 
the researchers used institutional data to gain further insight into the characteristics of students 
who used these non-linear paths and the reasons for leaving from the study institution (Johnson 
& Muse, 2012). Using first-time freshmen enrollments during 2004 and 2005, 7,768 students 
were sampled with 4,906 persisting to graduation without attending any other institution 
(Johnson & Muse, 2012). The remaining 2,862 participants left the institution during the study 
period and were used in their model to estimate the rate of enrollment at other institutions 
(Johnson & Muse, 2012). Given the focus on swirling, this rate of outside institutional 
enrollment was only explored when there were incidents of non-enrollment so that the capture of 
concurrent enrollment would be reduced.  
 Johnson and Muse (2012) provided a very in-depth study for their particular institution, 
but failed to distinguish between student stop-out (non-enrollment for one or more semesters), 
transfer, and swirl enrollment patterns. Failing to provide these clear definitions requires 
assumptions to be made regarding student enrollment patterns. Additionally, the focus on a 
single institution is helpful in that the study could be duplicated at other institutions, but the 
results of the study cannot be generalized to other populations, thus severely limiting its 
contribution to the swirling enrollment literature.  
 The literature on swirling enrollments is growing, but given that the phenomenon was 
identified over 25 years ago, it is slowly increasing. One reason for the dearth of recent research 
may be that it is difficult to parse out swirling students from those following other complex 
enrollment patterns. Swirling enrollment could be identified by transcript analysis. While this 
analysis is time consuming, it could eliminate the misidentification of dual/concurrent enrollment 
as swirling. Moving beyond national data sets and drilling down to the institutional level may 
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provide more insight to the motivations and timing behind swirling enrollment, though this could 
affect generalizability of findings. 
 Concurrent Enrollment  
 Swirling was initially used as an all-encompassing term that included many types of 
interrupted enrollment patterns including stop-out and concurrent enrollment. Given the distinct 
starts and stops of swirling enrollment, concurrent enrollment should be explored outside of 
other multi-institutional enrollment due to its simultaneous enrollment pattern. Concurrent 
enrollment occurs between several different combinations of institutional types, which add to the 
complexity of identification of the enrollment pattern. Early research has established that linear, 
traditional transfer from the community college to the four-year institution remains predominant, 
though more recent national data analysis shows that over 7% of students were enrolled 
concurrently during the one-year period of study (National Student Clearinghouse Research 
Center, 2011).  
While the population of students that concurrently enroll may be small at this time, it may 
grow as four-year institutions across the nation begin more formal, structured concurrent 
enrollment programs with partner two-year colleges. The Path to Admission through Co-
Enrollment (PACE) offers the opportunity for select applicants, who were originally not offered 
admission to the University of Texas – Austin, to spend their first year at Austin Community 
College – Rio Grande. Through this two-semester program, participants take one course per 
semester at the University of Texas at Austin and then transfer to the University full-time 
(Austin, n.d.). Other similar dual admission and concurrent enrollment programs are offered by 
the University of Oregon and Stony Brook University.  
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Due to the newness of the research on concurrent enrollment, it is very limited and 
focuses primarily on student characteristics related to indicators of higher education persistence 
toward baccalaureate attainment using national data sets (Crisp, 2013; Wang & McCready, 2013; 
Wang & Wickersham, 2014). Using the Beginning Postsecondary Students Longitudinal Study, 
Crisp (2013) utilized propensity score matching to compare community college students who co-
enrolled at multiple institutions with those that did not. Findings concluded that 29% of students 
that co-enrolled earned their bachelor’s degree within six years, while only 13% of traditionally 
enrolled students had earned their four-year degree within the same timeframe (Crisp, 2013). 
Additional significant findings were that women, African American and/or Asian American, and 
students that were not first-generation college students were more likely to co-enroll than 
traditional enrollees (Crisp, 2013). Furthermore, higher degree expectations, enrollment 
intensity, higher grade point average at transfer, and transfer degree enrollment were also 
descriptive of concurrent enrollment students (Crisp, 2013).  
In order to get a clearer picture of the timing of concurrent enrollment, Crisp turned to the 
Postsecondary Education Transcript Study (PETS: 09). Results from the transcript analysis 
showed that most students were enrolled at two or more institutions simultaneously after 
transferring from their first institution (Crisp, 2013). As previously stated, it has been speculated 
that concurrent enrollment may be used when students want to gauge fit at another institution, 
but these findings seem to contradict this hypothesis. These findings, however, do support the 
idea that concurrent enrollment allows the flexibility for students to take courses when and where 
they want to.   
 Also, using the Beginning Postsecondary Students Longitudinal Study (BPS: 04/09) and 
the Postsecondary Education Transcript Study (PETS: 09), Wang and McCready (2013)  
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estimated the effect of concurrent enrollment on persistence and completion rates for students 
beginning at two- and four-year institutions. To provide context in regard to concurrent 
enrollment paths, their analysis found that over 68% of co-enrolled students were vertically 
enrolled between two-year and four-year institutions and were co-enrolled during the fall and 
spring semester (Wang & McCready, 2013). 
 Using propensity score matching and multinomial regression, findings indicated that 
concurrent enrollment had positive effects on persistence through postsecondary education in 
addition to baccalaureate attainment (Wang & McCready, 2013). Persistence and attainment was 
most significant for students who began their higher educational path at a community college as 
they were four times more likely to continue postsecondary enrollment and over two times as 
likely to earn any level of credential (Wang & McCready, 2013). These findings are in line with 
previous research and support the idea that students who co-enroll between institutions are doing 
so in order to earn their credential as soon as possible.  
Together, these findings are particularly important in that they indicate concurrent 
enrollment has a positive impact on baccalaureate attainment for those that follow this 
enrollment pattern. If the results showed a positive impact on persistence and not on attainment, 
it could have indicated that the enrollment pattern is not the primary factor and unobserved or 
unmeasured variables are influencing persistence or degree attainment. Additionally, given that 
co-enrollment is impacted by self-selection and the transfer population is not homogenous, prior 
to implementing the propensity score matching analysis, the overall demographic and academic 
characteristics between concurrently enrolled students and their traditionally enrolled peers were 
balanced (Wang & McCready, 2013). This suggests that co-enrolled students may not be overly 
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different from their counterparts when looking at variables that are commonly used in 
postsecondary research on persistence to the baccalaureate (e.g. age, sex, and race/ethnicity).  
These findings on persistence also echo previous research by Herzog (2005) whose study 
of students at a public, commuter, and research-focused university found that students who co-
enroll were 50% less likely to drop out or transfer to another institution. Herzog posited that 
these findings indicate students are using co-enrollment to complement their education at their 
four-year institution - not using it as a springboard to transfer institution (Herzog, 2005). These 
results are contradicted by the 2012 research of Johnson and Muse who found that students who 
concurrently attend another college have a higher dropout rate than students who do not co-
enroll, as they do not return to their original institutions.  
Given these mixed results, it is important to note that the Johnson and Muse study 
focused on enrollment at a single public research university and used National Clearinghouse 
data to follow student enrollment at other institutions, while other studies have used the large 
BPS dataset with transcript analysis. Further, their study acknowledged that during any given 
term, less than 1% of students concurrently enrolled (Johnson & Muse, 2012). With a small 
sample size of less than half a percent of the sample, the finding that concurrent enrollment has a 
negative impact on persistence toward the baccalaureate is not very robust.  
 The previous research viewed concurrent enrollment simplistically as enrollment between 
multiple institutions with no concern to institutional type or level. Wang and Wickersham (2014) 
extended previous research on persistence and attainment with a focus on the primary 
institutional type as well as the differentiated categories of multi-institutional enrollment. The 
design of the study paid particular attention to the timing of concurrent enrollment given that 
prior research by Bahr (2011) on lateral transfer between community colleges may have actually 
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been concurrent enrollment instead of institutional transfer. Again, using national data from the 
Beginning Postsecondary Students Longitudinal Study (BPS:04/09) and the Postsecondary 
Education Transcript Study (PETS:09), the sample was restricted to baccalaureate-aspiring 
community college students and four-year beginning students (Wang & Wickersham, 2014). 
 With this additional level of complexity taken into consideration, the study narrowed in 
on co-enrollment behavior in relation to the first occurrence of institutional transfer within the 6-
year study timeframe (Wang & Wickersham, 2014). Using this sample of data, students that 
began at a four-year institution were found to be more likely to concurrently enroll vertically at a 
community college while fewer were laterally enrolled at similar tiered institutions (Wang & 
Wickersham, 2014). Similarly, 6.2% of community college students were co-enrolled vertically 
while 1.5% simultaneously enrolled at other two-year institutions (Wang & Wickersham, 2014).  
Descriptively, there were significant differences in concurrent enrollment as Black students were 
less likely to be enrolled laterally no matter their starting institution while Hispanic students were 
more likely to vertically co-enroll only when they began at a community college (Wang & 
Wickersham, 2014). Asian American students, however, were likely to participate in vertical and 
lateral co-enrollment no matter their beginning institution, though vertical enrollment was 
overrepresented at the four-year starting point (Wang & Wickersham, 2014). 
 One theory presented by previous research is that community college students are using 
concurrent enrollment to test fit of a potential transfer institution. The findings outlined by Wang 
and Wickersham (2014) suggest that this may be the case as 87% of community college students 
in this study transferred institutions and were more likely to co-enroll vertically, while only 38% 
of four-year co-enrollees transferred institutions (Wang & Wickersham, 2014). Even though we 
cannot be certain that the students transferred to the co-enrolled institution, for students aspiring 
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to earn a bachelor’s degree through community college enrollment, this finding is encouraging 
that they are transferring and using multiple institutional enrollment as a pathway to the 
baccalaureate.  
 The literature on concurrent enrollment is growing and what scholarly research is 
available is based on national data sets focused on descriptive data on persistence toward the 
baccalaureate degree. Given the focus on degree completion nationally, this research does 
provide a foundation on which to explore the ways in which concurrent enrollment as a process, 
affects the transfer student experience. Further research must expand to include the student 
perspective and if concurrent enrollment has an impact on a student’s adjustment to their transfer 
institution. Given the focus of the present study on the adjustment of concurrent enrollment 
students after transfer, reviewing the literature on the adjustment of transfer students follows.   
Adjustment of Community College Transfer Students 
Tinto’s (1975, 1993) theory of student attrition seems to drive many programmatic efforts 
to orient students to the university and engage the students right from the beginning. Through his 
research, Tinto theorized that a student’s determination to succeed at their university was not 
only shaped by their own personal characteristics and abilities, but were also shaped by their 
experiences while at the university (Tinto, 1975, 1993). The research argued that students must 
leave behind their precollege experiences in order to acclimate to their new university culture. As 
critics rightfully indicate, this identity shedding could be problematic for Students of Color as the 
experiences are often closely tied to their identities (Rendon, Jalomo, & Nora, 2000). Although 
Tinto developed his theory through a literature review of research focusing on four-year 
attendees, the focus on students who have higher education experience at one institution 
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disregards the knowledge that community college students gain while at their first institution – 
thus, may not be appropriate in transfer student research.  
Transfer students are not a homogenous group, so a multi-faceted approach to their 
research – one that takes into consideration their prior experiences – is extremely important. To 
this point, Wawrzynski & Sedlacek (2003) surveyed 2,492 incoming transfer students to a mid-
Atlantic public university in order to gauge how race and gender affected a student’s transfer to 
campus. The authors, noting that the previous studies were too basic and single-layered in their 
reviews of the experiences of transfer students, stated that “when researchers and practitioners 
view transfer students with a singular perspective, the consequent stereotyping and myths 
influence the way we understand and serve this growing student population” (p. 489). 
Laanan, in his 2007 study of transfer student adjustment, considered how background 
characteristics affected the perception of student adjustment. Through the consideration of 
background characteristics, community college experiences, and university experiences, one 
finding of the study concluded that “although these characteristics [age, honors status and 
racial/ethnic category] likely play a role in who attends college and who transfers to a four-year 
institution, they lose their significance and wash out in the prediction of student’s adjustment” 
(Laanan, 2007, p. 55). Many of the remaining findings were not surprising in that those students 
with low grade point averages at transfer, in addition to those with low self-concepts, would not 
adjust to the university successfully. However, others were surprising; students that met with 
their advisor often as well as attended university-sponsored academic workshops were also 
unsuccessful in their adjustment to Sunshine University (Laanan, 2007). 
Transfer student adjustment is a complex topic that has been studied from many 
perspectives and could never be exhaustive as each transfer student has a different experience 
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than the next. However, while these experiences are unique to the individual and the institutions, 
results can provide insight into the transfer student experience, and those experiences can be 
further generalized to other populations, other institutions, and geographical areas. The next 
sections discuss the impact institutions, faculty, and social groups have on transfer student 
academic and social adjustment pre- and post-transfer.  
Supportive initiatives and partnerships. In order to ease the adjustment of transfer 
students, many states have created statewide articulation agreements where participating colleges 
and universities will agree to accept courses from other institutions as equivalents to their own 
courses or as general elective hours (Bers, 2013; Bragg, 2001). These articulation agreements 
provide students with the knowledge of how their courses transfer to different institutions so that 
they can make informed decisions on transfer (Bragg, 2001).  
Institutions are now moving past these articulation agreements and are creating more 
formal transfer programs that echo back to the establishment of Joliet Junior College as a feeder 
school to the University of Chicago. One such program is the University of California – Los 
Angeles Transfer Alliance Program (UCLA TAP) which provides a supportive community 
college experience and a more streamlined transfer process to UCLA at the junior-level (Laanan, 
1996). Using Tinto’s theory of student retention, Laanan studied participants in the program to 
gauge the level of student adjustment after completion of the program and successful transfer to 
UCLA (Laanan, 1996). Findings demonstrated that even though students had access to UCLA 
counselors and administrators as well as clear transfer guidelines and procedures, the TAP 
students tended to have lower social and academic engagement at UCLA (Laanan, 1996). 
California’s Puente Project is a similar supportive transfer program that links community 
college students with mentors and provides them with an academic counselor to assist with 
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completing university applications as well as discussing the process of transferring between 
institutions (Lester, 2006). While this program is available to all community college students, the 
majority of participants identify as Hispanic. Given this population, the Puente Project 
specifically designed an accelerated English class with a focus on Hispanic culture so that the 
students would receive a multi-disciplinary approach and increase program continuation and 
completion (Lester, 2006).  
With a focus on institutional research opportunities, the University of Wisconsin at 
Madison’s College of Engineering has established a transfer program with Madison College 
where faculty from the community college and Research I university have developed a 
guaranteed admission transfer program (Phelps & Prevost, 2012). Though this program is limited 
to only the College of Engineering, the collaboration is designed to provide program participants 
with tutoring, advising, and access to university faculty earlier in their collegiate careers. With 
60 participants over the program’s three years, Madison College reports that enrollment in pre-
calculus and calculus courses are increasing, which may indicate a growing interest in 
transferring.  
These unique programs are all designed to introduce pre-transfer students to the four-year 
institution early in addition to providing supportive programming to assist in their transition and 
adjustment between institutions. For students that transfer between institutions without these 
supports and early connections, some have difficulty adjusting to the new expectations of their 
institutions.   
Adjustment After Transfer 
Initial transfer. Hills (1965) coined the term transfer shock in reference to students 
entering the university after completing at least one semester at the community college and 
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experiencing a dip in their grade point average over the first and second semesters of their four-
year enrollment. Transfer shock, more recently, has been used to describe the distress a student 
may feel when attempting to make a connection or acclimate to their new institution’s culture 
(Cejda, 1997; Ishtani, 2008; Laanan, 2007; Tobolowsky & Cox, 2012). Findings indicate that the 
dip in grade point average may result from the unexpected rigor of the coursework in addition to 
the inability to adjust to the campus culture (Cejda, 1997; Ishtani, 2008; Laanan, 2007; 
Tobolowsky & Cox, 2012). 
The transfer to the baccalaureate-granting institutional setting may also create a culture 
shock as Laanan (2007) depicts. He described the community college transfer students as ones 
entering a foreign environment and leaving all connections to their previous institution behind. In 
making this move, students have to learn new customs, behaviors, and modify current skill sets 
in order to be successful (Laanan, 2007). This period of adjustment is extremely important as 
failure to adjust or feeling as if they possess the required skills to be successful, will influence 
their level of satisfaction and their perception of the transfer process (Laanan, 2007). 
Community college transfer students spoke to the different cultures of the institutions in 
Davies and Casey's (1999) analysis of transfer students’ thoughts on the transfer process. 
Students reported feeling overwhelmed, not knowing where to go for assistance, and describing 
the university as “this huge, lumbering beast” (Davies & Casey, 1999, p. 63). Recognizing that 
transfer institutions are often larger than their community college partners can help in explaining 
these feelings, though the institutional response to transfer students may provide additional 
insight concerning differing institutional cultures.  
Institutional viewpoints. As the present study focuses on a highly selective institution, it 
is important to consider the research on the institutional response to the adjustment of transfer 
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students. Transfer students are often used at the four-year institution to fill space left by student 
attrition, and as selective institutions often have low attrition rates, these institutions do not place 
a priority on admitting transfer students even when space is available (Cheslock, 2005; Dowd et 
al., 2008). Additionally, even though community college transfer students completed required 
prerequisite coursework and met all other admission requirements for transfer, selective 
institutions often viewed the applicants as students that were probably denied as freshmen and 
would not be a good fit at the institution (Cheslock, 2005). Additionally, four-year institutions 
may also be hesitant in recruiting and enrolling transfer students as many find that students are 
not successful after transfer or the process of reviewing credentials takes significantly too long 
and it is too difficult for these new students to adjust to university life (Berger & Malaney, 
2003). 
Tobolowsky and Cox (2012) also focused on the institution’s position concerning transfer 
students in their recent research. The research team assembled a wide range of participants from 
admissions, academic deans, and residence life staff members to discuss opportunities and 
barriers to working with transfer students (Tobolowsky & Cox, 2012). Participants reported that 
they felt they were extremely limited by institutional culture and policy in order to help transfer 
students with their acclimation and adjustment to campus (Tobolowsky & Cox, 2012). Policies 
of “one-size-fits-all” orientation programs coupled with lack of institutional priority in assessing 
the adjustment of transfer students, were expressed as a frustration for all members of the focus 
groups (Tobolowsky & Cox, 2012). Additionally, participants believed that transfer students 
came into the university with pre-conceived notions based on their experience at their previous 
institutions which affected the transfer student experience; “When student expectations are 
misaligned with university realities, the result is confusion and frustration for all involved” 
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(Tobolowsky & Cox, 2012, p. 397). Unfortunately, this study consisted of only one institution, 
which severely limited its generalizability. Further, the researchers used an organizational theory 
framework, which meant that any connection to student adjustment was accidental, and not 
purposeful (Tobolowsky & Cox, 2012).  
The shock of leaving an institution where students have often spent several semesters can 
result in decreased grade point average in addition to feelings of alienation related to learning 
new rules and deadlines at their new campus. Students can sense if the receiving institution feels 
it is too laborious dealing with transfer students after articulating their transcripts. Partnerships 
like the Parkland Pathway to Illinois program may assist in the adjustment of transfer students 
given that students can take courses on campus that are designed to be a partnership between 
institutions to establish a seamless transfer adjustment experience for participants.  
Academic adjustment. Tinto’s theory of student departure (1975) highlights the 
importance of students engaging academically with other students as well as faculty. Failure to 
incorporate into the academic community affects students’ persistence (Tinto, 1975). Many 
scholars have relied heavily on the study to measure adjustment and integration; however, 
critiques of the theory are increasing. The most notable critiques are focused on Tinto’s assertion 
that students would be successful at their transfer institution if they left behind their precollege 
culture and identity. This is especially problematic for community college students as most 
continue to live at home and remain an active part of their community. Additionally, this 
assertion places too much emphasis on what actions a student performs in order to become 
connected to their transfer institution and not enough on the role the transfer institution plays in 
accommodating the student’s adjustment process (Rendon et al., 2000).  
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Students that have completed coursework at a community college have had significantly 
different experiences than students that began as first-time freshmen at a large research 
university which is illustrated in Ishtani and McKitrick’s (2010) survey of 535 seniors at a 
Carnegie classified doctoral institution. Using the National Survey of Student Engagement, the 
researchers were interested in how students engaged with faculty through collaborative learning 
exercises as well as other educational experiences (Ishtani & McKitrick, 2010). Separating and 
surveying 118 transfers and 417 non-transfer students found that transfer students engaged with 
university faculty at a lower level when compared to non-transfer students who felt more 
engaged academically in student/faculty interactions and collaborative learning (Ishtani & 
McKitrick, 2010). Further regression analysis found a higher level of adjustment for full-time 
transfer students as compared to part-time students, but still at a much lower level than non-
transfer students (Ishtani & McKitrick, 2010) did.  
Faculty engagement. Many transfer students report feeling as if they were not viewed as 
individuals once they completed their transfer to a large research institution and were just bodies 
in a desk or people with university identification numbers (Davies & Casey, 1999; Townsend & 
Wilson, 2006). Students reported that community college instructors attempted to make 
connections with the students and get to know them as individuals, which was very different 
from experiences at larger institutions (Davies & Casey, 1999). In Townsend and Wilson’s 2006 
study, students shared feelings of difficulty making connections with their university instructors. 
The participants indicated that the instructors were more engaged in their topics - which were 
often not present at the community colleges (Townsend & Wilson, 2006).  
This issue of faculty approachability is very important to transfer students entering the 
university as the more positive interactions a student has with a faculty member, the more likely 
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the student would be to persist at the institution (Mayhew et al., 2016). This approachability is 
described as the degree to which faculty make themselves available in and out of the classroom, 
which could range from answering questions during and after class (as well as during office 
hours) to providing students with their cell phone numbers or personal email addresses (Roberts 
& Styron, 2010). Transfer students can interpret this level of approachability as how much their 
university professor cares for them, and it directly influences adjustment at the institution 
(Roberts & Styron, 2010).  
Faculty members, on the other hand, report that students are not easily identifiable as 
transfer students, so it is difficult to make lasting connections with them (Tobolowsky & Cox, 
2012). Once students make the transfer to the university, many lose the designation of ‘transfer 
student’ and are absorbed into the larger group of ‘continuing student’. Without indicators, 
faculty may see a student with junior status and not recognize that it is their first semester and 
fail to reach out, which may affect student adjustment and retention (Tobolowsky & Cox, 2012).  
Academic resources. Academic adjustment is not limited to academic advising or formal 
interactions with faculty and other instructors, but can be impacted through access to tutoring 
and computer labs. Ellis (2013) surveyed successful community college transfer students at a 
University of Texas campus to gauge their transfer experiences. Through focus groups, the 
researchers discovered that many of the students found that the University did not offer easy 
access to tutoring or mentoring facilities, which resulted in the students returning to their 
community colleges and using the resources available to them at their previous institution (Ellis, 
2013). Access to these informal academic situations can affect adjustment to a transfer student’s 
new institution and create a sense of alienation in that they identify as outsiders in need of such 
supports (Ellis, 2013). 
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Rigor. The adjustment from community college coursework to a four-year institution can 
also be challenging in terms of rigor. As discussed earlier, many baccalaureate-granting 
institutions believe the stereotype that community college transfer students are under-prepared 
for the academic rigor/expectations at their transfer institution and the research has shown that 
students do have difficulty adjusting to the demanding academic standards at their institution 
without academic supports like tutoring or mentoring programs (Ellis, 2013; Laanan, 2007).   
However, prior to transferring, Davies and Casey (1999) found that students in their 
focus group saw the community college to be lacking in their courses stating, “It felt like high 
school to me again,” and “I found that [the community college] wasn’t challenging enough” (p. 
68). After transferring, the student experiences were mixed. Some found that the classes required 
significantly more work and effort while other students found that there was less reading and less 
homework overall (Davies & Casey, 1999). These varied experiences continue to emphasize that 
transfer student populations are very diverse in expectations and experiences. 
Academic advising. While not directly related to academics, pre- and post-transfer 
academic advising is extremely important to student adjustment. Community college students 
significantly rely on community college advisors to ensure that the courses they are taking are 
transferable and will meet both admission and graduation requirements at their transfer 
institution. Additionally, community college transfer students rely on their transfer institution 
advisors to ensure that their foundational community college coursework will allow placement 
into upper-level classes. According to Gard, Patton, and Gosselin (2012), over half of their focus 
group members were “disappointed in the quality of advisement they had received” at the 
community college (p. 838). The disappointment ranged from taking courses that did not 
transfer, to the professional advisors not knowing what is required for their intended university 
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program and suggesting unrelated coursework (Gard et al., 2012). In contrast, another focus 
group member who attended a different community college related that their faculty advisor was 
very knowledgeable about course suggestions and requirements for university programs (Gard et 
al., 2012).  
These issues of advising come to the forefront in Laanan’s (2007) study where the survey 
of community college transfer students to the fictitious Sunshine University found that students 
who met often with their academic advisors were more likely to experience difficulty 
acclimating to the new university setting. Laanan hypothesizes that students who meet with their 
advisors often are having difficulty adjusting to their new space and find the advisor to be a 
welcoming face. Another possibility is that students may have been more accustomed to 
handholding by previous advisors and were looking to receive the same treatment at the 
university (Laanan, 2007).  
Viewing transfer student adjustment through the lens of academic advising is not new as 
Clark (1960) documented the impact of advising on major selection and completion. The 
cooling-out phenomena was identified through studying advising at a California junior college 
where the findings indicated that advisors had significant power in advising students toward 
transfer or vocational programs (Clark, 1960). Cooling-out occurred during advising in two 
forms: active or passive. The active form of cooling-out was observed during academic advising 
sessions where the advisors would encourage students to change their major if the advisor felt 
that the student would not be successful (Clark, 1960). The passive form of cooling-out occurred 
over several semesters. While the advisors may have thought that the student was mismatched in 
their academic program, they did not try to dissuade them from pursuing the major and instead 
let the policies of academic probation and academic drop impact the student’s continuation in the 
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major (Clark, 1960). Academic advising is one of the many methods that can be used to increase 
transfer student adjustment through major selection and continuation, as well as course planning 
and selection (Laanan, 2007).  
Social adjustment. Transfer students, whether from a community college or a lateral 
transfer, may encounter issues making friends and adjusting to the new institution socially. 
While current institutional social connectivity may not play a significant role in every student’s 
decision to transfer, a social connection at the four-year institution for community college 
students has been found to be important (Laanan, 2007; Owens, 2010). This section reviews the 
literature regarding formal social groups (e.g. friend making in academic settings) and informal 
social groups formed from studying sessions and campus nightlife. 
Formal and informal social groups. Community colleges are often nonresidential 
institutions where students do not live on campus, and baccalaureate-granting institutions are 
often residential with students living on or near campus. Given the proximity to other new 
students through living arrangements as well as other factors like new student orientation 
courses, first-time students who enter as freshmen, tend to make friends during their first years at 
their institutions (Davies & Casey, 1999; Townsend & Wilson, 2006). As transfer students enter 
after first-time student friend-groups are formed, they may have difficulty making friends and 
infiltrating formal social groups like fraternities and sororities (Tinto, 1975). However, with the 
diverse transfer student body, this is not always the case. Several participants in Townsend & 
Wilson’s (2006) study stated that it was easier to make friends after transfer to the university as 
they did not work as many hours and had more access to events where socialization was 
encouraged (Townsend & Wilson, 2006). Conversely, participants in a recent study indicated 
35 
 
that they did not transfer to their university to make friends – they were there to earn their degree 
(Owens, 2010). 
Informal social groups students create at their new institution can help the adjustment and 
navigation of the new environment through comraderies and as sources of information. These 
informal groups often take the forms of participation in or viewing of sporting activities, 
impromptu study groups, and campus nightlife as examples (Tinto, 1975). Students on 
residential campuses oftentimes find themselves seeing their classmates at local gathering places, 
which can lead to expanded friend-groups. These informal interactions have a positive effect on 
grades and persistence for transfer students (Fischer, 2007).  
Socio-Academic. The line between academic and social experiences are beginning to blur 
as students make friends in their classrooms and then take those friendships outside of the 
classroom. Through interviews with commuter community college transfer students, Deil-Amen 
(2011) highlighted the blend of these two concepts. Participants in the study viewed social 
interactions as academic ones when the contacts occur on-campus (Deil-Amen, 2011). The 
phrase “socio-academic integrative moments” describe the nesting of the two experiences - 
where both social and academic experiences coincide (Deil-Amen, 2011, p. 72). For community 
college transfer students, the blending of these experiences shed light on the functionality of the 
classroom. Oftentimes, making friends occurs in formal classroom settings based on study 
groups, or some other types of curriculum-based information exchange (i.e. sharing of notes, 
clarification of assignments). Deil-Amen (2011) refers to this as “informational benefit” (p. 74). 
Additionally, faculty members had more influence on social adjustment both in and out of the 
classroom. This guidance provided to community college students, specifically underrepresented 
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groups, increased feelings of social and academic connectedness to their institution (Deil-Amen, 
2011).   
Transfer Student Capital 
The adjustment of students to their transfer institution is gauged by how much students 
change their behaviors and adjust their expectations to match those of the institution (Laanan et 
al., 2010). The Transfer Student Capital (TSC) model provides a lens in which to view the 
accumulation of transfer knowledge and its effect on the adjustment after transferring institution. 
As a recent framework, only a handful of studies have applied it as a way to understand the 
complexity of the transfer adjustment process.  
Focusing on the role and significance of transfer student capital in the retention of 
transfer students, Laanan, Starobin, and Eggleston (2010) found that previous community college 
experiences were significant in the transfer to the university. Learning and study skills developed 
at the community college positively impacted academic adjustment after transfer, however 
community college advising as well as the stigma of being a transfer student impacted academic 
adjustment negatively (Laanan et al., 2010). The increased faculty interaction in the community 
college writing intensive courses may have set a strong foundation for students producing 
positive adjustment outcomes. Similarly, the adjustment of transfer students was negatively 
impacted when they felt they were viewed differently than students who began at the university 
as freshmen.  
Moser (2013) modified the Laanan-Transfer Students’ Questionnaire (L-TSQ) to expand 
on the role of transfer student capital in the success of transfer students to their institution. 
Differentiating this study from previous studies was the focus on the accumulation of transfer 
student questionnaire and its impact on success at the university with the expectation that those 
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with higher levels of TSC would be more successful in their adjustment. Through a review of 
previous literature, the author added nine new constructs to the L-TSQ focused on self-efficacy, 
coping skills, as well as formal and informal mentoring opportunities. The findings confirmed 
the hypothesis and showed that students with higher levels of TSC were more satisfied with their 
university experiences in addition to outpacing those with lower levels of transfer student capital 
academically (Moser, 2013). Further analysis of the student questionnaires indicated that 
community college experiences with faculty and rigorous classroom expectations also positively 
impacted transfer adjustment (Moser, 2013). The addition of these constructs to the L-TSQ are 
important in that they provide a different lens in which to view the adjustment of students related 
to their coping skills, which was not measured in the original questionnaire.    
Given the unique experiences of female transfer students into STEM majors, one recent 
study viewed the intersection of transfer student capital with cultural and social capital (Starobin 
et al., 2016). Through interviews, the authors were interested in how cultural and social capital 
influenced the pre- and post-transfer experiences and found that each participant possessed some 
degree of transfer student capital which assisted them in their transfer (Starobin et al., 2016). The 
authors did see a difference in social capital between the participants and found that the more 
social capital a student possessed, the easier their transfer and adjustment process was (Starobin 
et al., 2016). Social capital can be acquired at the community college passively and actively 
through faculty interaction and mentors within the STEM fields (Starobin et al., 2016).  
Gaps in the Literature 
The transfer process for community college students is complex and is not merely 
attributable to their attendance patterns. In addition, the mobility of transfer students between 
institutions has come to the forefront, as students are not following the linear academic path they 
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once were assumed to be. Students are now transferring to their four year institution, returning to 
the community college to take courses, moving back to their four-year institution while taking 
additional courses at other institutions (McCormick, 2003). In other cases, students are 
simultaneously enrolling at multiple institutions. Viewing the transfer process as a pipeline or 
stream may not be the case any longer. These patterns of enrollment have led to emerging 
research on concurrent enrollment.  
Wang and Wickersham’s focus on vertical and lateral co-enrollment extended the 
literature on enrollment patterns for co-enrollment students as it further disaggregated the 
different methods of enrollment and was able to establish positive impacts of co-enrollment. 
Further, due to the research on the adjustment of community college transfer students, future 
research must expand the focus to the emerging concurrent enrollment transfer programs similar 
to the PACE, TAP, and Puente Project programs mentioned earlier. These programs are creating 
a different set of circumstances for concurrent enrollment transfer student cohorts in that they are 
developing relationships with university representatives earlier and may not be having the same 
adjustment experiences as traditional transfer students. As this emerging research has 
highlighted, the impact of multi-institutional enrollment has not been considered concerning 
student adjustment after transfer. The present study adds to the scholarly literature by examining 
the impact of a concurrent enrollment program on the students’ perception of academic and 
social adjustment. 
Summary 
 This chapter outlined the research on two multi-institutional enrollment patterns and 
social and academic adjustment of community college transfer students. The chapter began with 
a presentation of the literature focused on swirl and concurrent enrollment. Next, research was 
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presented broadly on adjustment beginning with supportive initiatives and partnerships, 
adjustment immediately after transfer, and four-year institutional viewpoints of transfer students. 
Research on adjustment with focuses on faculty engagement, academic resources, rigor, and 
academic advising was also provided. Finally, the focus turned to the transfer student capital 
framework and research that has employed it to further understand the perception of adjustment 
for community college transfer students. The following chapter will provide the methodology for 
the present study.  
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CHAPTER 3 - METHODOLOGY 
The present research applied a modified and condensed version of the Laanan-Transfer 
Students’ Questionnaire (L-TSQ), in order to measure the psychosocial aspects of transfer 
student adjustment. The purpose of this study was to apply the L-TSQ to a distinct population of 
transfer students in order to gain additional insight into the students’ perception of their 
adjustment after transfer. To provide additional depth to the study, the researcher utilized a 
dominant/less dominant design which allowed the researcher to analyze open-ended questions to 
the quantitative method of questionnaire analysis (Creswell, 1994). The present study reduced 
the number of items within the questionnaire, added questions related to the Parkland Pathway to 
Illinois program, and then administered the survey to community college transfer students at the 
University of Illinois during the fall 2017 semester. Following the collection of data, the results 
were analyzed to measure the perception of adjustment and the role of transfer student capital on 
the perception of adjustment. The results can have implications for concurrent enrollment 
program design, as well as transfer policy and practice.    
Instrumentation 
 Research on the adjustment of transfer students from the community college to a four-
year institution has been heavily researched and through this inquiry, an instrument to measure 
the student’s perception of their adjustment has been developed. Laanan (2004) designed the L-
TSQ to measure the psycho-social adjustment of community college transfer students. Informed 
by Astin’s theory of student involvement and Pace’s concept of quality of effort, the L-TSQ 
applies these theories to the complexities of transfer student adjustment through academics and 
social experiences (Laanan, 2004).  
 Transfer student questionnaire. Originally a 301-item questionnaire, the L-TSQ is an 
instrument with a Likert-type scale used to measure agreement (e.g. agree strongly to disagree 
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strongly) as well as the frequency of an activity (e.g. very often to never) in addition to open-
ended questions designed to measure non-cognitive student attributes (i.e. attitudes, values). The 
survey is designed for participants to self-report background characteristics in addition to their 
community college and university experiences with several constructs comprising transfer 
student capital. The components of the L-TSQ are provided in Table 1: 
Table 1 
L-TSQ Components 
Background 
Characteristics 
Community College 
Experiences 
Transfer Capital University 
Experiences 
Age Community College 
Perceptions 
Academic Advising Course Learning 
Gender Course Learning Community College 
Faculty Interaction 
Faculty Interaction 
Hours Worked at a 
Job 
Experiences with 
Community College 
Courses 
Learning and Study 
Skills 
Transfer Student 
Stigma 
Racial and/or Ethnic 
Identification 
Community College 
Clubs and 
Organizations 
Transfer Process Competition and 
Survival Culture 
Parental Education   University Clubs 
and Organizations 
Parental Income   University 
perceptions 
    
The L-TSQ has been rigorously tested and has demonstrated validity in measuring 
transfer student self-assessments of their transfer student experience (Laanan, 1996, 2004, 2007; 
Laanan et al., 2010; Young & Litzler, 2013). As previous research has used the L-TSQ to 
measure traditional transfer students’ perceptions of their transfer experience, this study adds to 
this research as it surveyed both traditional and concurrent enrollment transfer students. This 
application of the L-TSQ allows comparisons between these two groups, but the data and results 
can also be compared to previous studies. More interestingly perhaps, is the initial use of this 
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instrument to measure perception of this concurrent enrollment population where the results may 
be able to pinpoint exactly what parts of the program directly affects their unique transfer 
experience (refer to Appendix A for approval to use and modify the L-TSQ).   
Given the condensed and modified L-TSQ was to be administered to students who were 
previously concurrently enrolled at a community college and their transfer institution, it was 
important to test the validity and reliability of the condensed and modified instrument. The 
modified survey was initially pilot tested with a small sample of community college transfer 
students at the University of Illinois (see Appendix B for the pilot tested modified and condensed 
L-TSQ). Ultimately, the refined instrument was administered to a sample of community college 
transfer students at the University of Illinois in order to take a closer look at the factors affecting 
their academic and social adjustment.    
Research Questions 
The following research questions directed this study: 
1. Does the perception of academic and social adjustment differ between traditional 
vertical and structured concurrent enrollment transfer students? 
2. What background characteristics, community college factors, and university factors 
best predict positive academic and social adjustment to the University for concurrent 
enrollment transfer students? 
3. To what extent does “transfer student capital” (TSC) influence academic and social 
adjustment for all community college transfer students and concurrent enrollment 
students specifically? 
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Research Design 
 The present study was conducted in two stages: pilot survey distribution to 51 transfer 
students, and the distribution of the revised survey to 974 community college transfer students at 
the University of Illinois. Initially, the researcher received approval from the University of 
Illinois’s Office of the Protection Research Subject, Institutional Review Board division to 
survey students using the full L-TSQ (see Appendix C). However, subsequent to the oral 
preliminary defense, it was determined that a small pilot study should be conducted to ensure 
that the constructs held for this new transfer student type. During the pilot administration stage, 
six Parkland Pathway to Illinois participants and 10 traditional community college transfer 
students completed the revised L-TSQ through an online survey. Informed consent was obtained 
through participants agreeing to a consent statement (Appendix D) and completing the 
questionnaire. All participants who completed the questionnaire and provided a valid email 
address were awarded a $5 gift certificate to an online retailer. The data collected through the 
pilot study was then analyzed which resulted in a few minor revisions to question wording within 
the questionnaire. These revisions were then sent to the University of Illinois, Offices of the 
Protection of Research Subjects for approval before moving on to the next stage of the research. 
Once final approval was received (see Appendix E), the revised L-TSQ was completed by 195 
community college transfer students, of which 27 transferred after completing the Parkland 
Pathway to Illinois program.      
Institution 
 This study was conducted at the University of Illinois, a large, highly selective, research-
intensive university located in the Midwest. The University of Illinois is a public, land grant 
institution with student enrollment reaching approximately 48,000. Undergraduate students make 
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up the majority at 70.3%. Of these undergraduates, 18.4% are underrepresented students, 16.6% 
are international students, and over 70% are residents of Illinois. Transfer students account for 
15.5% of all new, incoming students for the fall 2017 term (University of Illinois, 2017). Of the 
1383 new transfer students to campus for the fall 2017 term, 57.3% were from Illinois 
community colleges (University of Illinois, 2017). Though this study did not limit its focus to 
those students transferring from a community college within Illinois, only 2.6% of fall 2017 
enrolled transfer students came from out-of-state or unknown institutions (University of Illinois, 
2017). 
Sampling 
Participants in the study are traditional-aged (18-24 years old) community college 
transfer students at the University of Illinois who were enrolled during the fall 2017 term. Within 
this sample group, there are two distinct subgroups: Parkland Pathway to Illinois participants and 
traditional community college transfer students. Though students attending the community 
college are often non-traditional age, sampling from the traditional age range is important as 
Parkland Pathway to Illinois participants are most often entering the program immediately after 
completing high school. Further, if the study were to sample from the full population of 
community college transfer students resulting in the inclusion of non-traditional aged adults, 
their experience may not be comparable to traditional aged students given different life 
experiences, maturity, outside influences, etc.  
As previously stated, the condensed version of the L-TSQ has not been used to measure 
the perception of adjustment for concurrent enrollment of transfer students, so a pilot test was 
distributed to 51 transfer students to measure if the properties held. A small sample of 16 
students completed the online survey, which allowed for minor revisions to the instrument. The 
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University of Illinois, Division of Management Information (DMI) provided cloaked email 
addresses of community college transfer students to the researcher for survey distribution. An 
email was sent to a sample of 974 students with a link to the condensed L-TSQ (please see 
Appendix F for the modified, condensed version of the L-TSQ). The survey allowed for 
completion on a computer, tablet, or mobile device and students could stop and start at any time 
during the three-week completion window. Students that completed the survey had the 
opportunity to provide their email address to be entered into a drawing for one of five $50 gift 
cards to an online retailer.  
Study Variables 
Dependent Variables 
 The dependent variables in this study are academic and social adjustment and were 
generated from the students’ responses to a series of questions regarding their adjustment to 
campus. The construct for academic adjustment is based on the level of agreement (1 = strongly 
disagree to 4 = strongly agree) to the following statements: (a) Adjusting to the academic 
standards or expectations at the University of Illinois has been easy; (b) I experienced a dip in 
grade point average after I transferred; and (c) My level of stress increased when I started at this 
University. 
Similarly, the construct of social adjustment was based on the level of agreement (1 = 
strongly disagree to 4 = strongly agree) to the following statements: (a) Adjustment to the social 
environment at the University of Illinois has been easy; (b) I am meeting as many people and 
making as many friends as I would like; and (c) It is easy to make friends at this University. 
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Independent Variables 
The independent variables in this study are in four categories; (1) background 
characteristics, (2) community college experiences, (3) transfer student capital, and (4) university 
experiences. The first category includes student characteristics containing gender, parental 
education, parental income, and race/ethnicity. The second category focuses on community 
college factors relating to student experiences with course learning, general courses, and overall 
perception of the community college. This second category also includes if the student earned an 
associate degree prior to transferring to the University of Illinois. The third category includes the 
constructs related to transfer student capital: academic counseling, faculty interaction, 
learning/study skills, and the transfer process. The fourth category contains factors focused on 
the University of Illinois experience; course learning, faculty interaction, social connections, 
transfer student stigma, and university perceptions. See Figure 1 for the conceptual model 
guiding the study as well as a listing of the independent and dependent variables.  
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Data Analysis 
After coding the data as illustrated in Appendix G, it was analyzed using the IBM SPSS 
software program. A number of tests were performed to measure the validity and reliability of 
the questionnaire as well as the relationships between the independent and dependent variables. 
Dimension reduction techniques as well as principal component analyses were used to test the 
constructs within the L-TSQ. Additionally, an independent samples t-test was performed to 
compare the means between the two groups in relation to the dependent variables. Finally, with 
the factors and constructs in place, linear multiple regression was employed to examine the effect 
of the independent variables on the dependent variables. The results from this analysis are found 
in Chapter 4. 
The first step of the analysis was to run descriptive statistics to identify any data outliers 
and to get a more complete picture of the respondents within the survey. Next, a factorial 
analysis with varimax rotation was completed in order to confirm the factors within the 
constructs of academic and social adjustment in addition to acting as a data reduction technique. 
Inter-item correlations were also performed to ensure that constructs contained factors that were 
correlated. Cronbach’s alpha coefficients were reviewed as a measure of internal consistency 
with alpha scores of .60 or higher included. The results of the factorial analysis determined the 
factors that were to be entered into each block of the regression analysis in order to predict the 
students’ perception of academic and social adjustment.  
Prior to the regression analysis, normal distribution was measured for each variable using 
descriptive analyses and boxplots. Multicollinearity was also reviewed through Pearson’s r as 
well as variance inflation factor and tolerance levels. Any variables exhibiting multicollinearity 
were removed from the analysis. After completing all normality checks, a sequential (also called 
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hierarchical) multiple regression analysis was conducted in order to determine predictors of the 
perception of academic and social adjustment. The regression model is outlined below: 
௜ܻ ൌ ߚ଴ ൅ ߚଵܤܽܿ݇݃ݎ݋ݑ݊݀௜ ൅ ߚଶܥܥܧݔ݌݁ݎ݅݁݊ܿ݁ݏ௜ ൅ ߚସܶܵܥ௜ ൅ ߚଷܷܧݔ݌݁ݎ݅݁݊ܿ݁ݏ௜	൅	∈ 
Qualitative Analysis 
Additionally, using the dominant-less dominant design, open-ended questions were 
analyzed using coding strategies outlined in Merriam and Tisdell (2016). Within this study, the 
transfer student capital framework drove the thematic coding, but all unanticipated themes were 
also identified and not ignored. The results from this analysis are provided in Chapter 4. Merriam 
and Tisdell (2016) outline the qualitative data analysis procedure that is always both inductive 
and comparative. The first step in the analysis asks the researcher to be “open to anything” in 
their coding (p. 204), meaning that they should code any participant responses that are relevant 
to the study, but also ones that are interesting or could be useful at a later stage of analysis. For 
this initial stage, this researcher used a feature of the online survey tool that provides the ability 
to attach concepts/categories/themes to each answer. To maintain consistency, a separate 
document was created with the concept labels identified. This part of the analysis was purely 
inductive as the researcher was focused on identifying what the survey respondent was 
communicating so that an accurate coding label could be attached. 
The next step in the qualitative analysis process was to begin to group and sort the data in 
reference to the theoretical framework guiding the study (Merriam & Tisdell, 2016). Using the 
separate document of concept/category labels, this researcher began to group related categories. 
For example, labels related to working while at the community college and attending the 
community college because it had lower tuition was grouped under the category ‘Financial – 
Community College’. Given that the data was viewed through the lens of transfer student capital, 
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particular focus was given to how the transfer students gained knowledge of the transfer process 
and if that impacted their adjustment to the university, i.e. data related to academic advising at 
the community college and their perception of advising at the University. This transition from 
inductive to deductive analysis was intentional until the data reached the level of saturation 
(Merriam & Tisdell, 2016). 
Moving onto the third stage of naming the categories, caution must be taken when using 
categories or labels created by others as it may hamper the identification of emergent themes 
(Merriam & Tisdell, 2016). The naming of categories is important as they must be 
comprehensive, related to the purpose of the study, mutually exclusive, and theoretically 
harmonious (Merriam & Tisdell, 2016). The categories in the present study were founded on the 
blocks in the conceptual model, but understanding that the adjustment process of transfer 
students is complicated, emergent categories were also identified (see Appendix G).  
Protection of Human Rights 
 The protection of student identity and information is extremely important. An application 
to the University of Illinois, Institutional Review Board in the Office for the Protection of 
Research Subjects, was submitted and approved in July 2017 (refer to Appendix E). After the 
preliminary proposal oral defense of the dissertation plan, the decision to conduct a small pilot 
study was made, which required additional Institutional Review Board approval as the first 
approval included the full version of the L-TSQ. Approval to conduct the pilot study, with a 
condensed and shorter version of the L-TSQ, was submitted in October 2017 and approval was 
received the same month (see Appendix C). Based on results from the pilot study, minimal 
changes were made to the questionnaire. The request to amend the initial Institutional Review 
Board approval to reflect the changes in addition to increasing the number of gift cards from four 
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to five - as well as the Student Affairs Research Approval form - were sent in November 2017 
and approval received just days later (see Appendix E).  
The approvals were then sent to the Division of Management Information who provided 
the sample to the researcher through the online email system WebTools. The survey data was 
collected through the online survey tool Qualtrics and all survey responses were kept 
confidential. The first page of the online survey tool presented the informed consent document, 
which indicated that participation in the online survey was voluntary; students could elect to not 
participate and withdraw their consent at any time. Additionally, in order to maintain participant 
confidentiality, the survey did not require submission of any identification numbers or network 
identifiers in order to submit. However, as survey respondents had the opportunity to win one of 
five $50 Amazon gift cards, they were required to submit an email address that was kept in a 
separate document and was only used for award selection and notification.  
Delimitations 
 The present study focused on community college transfer students who were enrolled 
full-time in undergraduate degree programs at the University of Illinois as of the fall 2017 term. 
Since the questionnaire asked students to recall their experiences at the community college, it 
was important to delimit to students currently enrolled at the University in order to limit errors in 
memory recall of their experiences. Additionally, the University of Illinois offers several other 
guaranteed transfer programs that are also called “Pathway” programs. These programs are 
different from the Parkland Pathway to Illinois program as students are not given the benefits of 
taking courses on the University campus, living in the residential facilities, or using other 
services offered to University of Illinois students. Given the unique program benefits of the 
Parkland Pathway program, this study has been delimited to only this program. Finally, the study 
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is also delimited to community college transfers and does not include transfer students from 
other four-year institutions. This decision to delimit the study to this specific type of transfer 
student was in order to increase the comparability of community college experiences. Although 
community colleges are not heterogeneous in their degree program offerings, support services, as 
well as academic rigor, there is less variability between comprehensive community colleges and 
four-year institutions, which could be liberal arts focused, private, proprietary, Research I, 
among many other variations.  
Limitations 
 One limitation of the present study was the sample size of the pilot study. A convenience 
sampling approach was used for the pilot study and may have influenced the survey response 
rate. However, the information found through the analysis of the pilot study results were helpful 
in supporting the L-TSQ constructs. Additionally, as the sample email addresses were cloaked to 
the researcher, it may be possible that pilot study participants were also sent the full survey, so 
pilot study data was not included in the full survey in order to limit the possibility of duplication 
of responses.  
 As this study used a condensed version of the L-TSQ, questions regarding living 
arrangements, employment, in addition to participation in student clubs and organizations were 
not asked of respondents. As higher education institutions continue to expand opportunities to 
students, not asking these questions decreases the opportunity to learn more about the complexity 
of the transfer student experience. A related limitation to this study is that using a cross-sectional 
design does not provide the rich data one can ascertain from a longitudinal study. Future research 
may wish to follow concurrent enrollment students as they navigate both institutions and 
measure their academic and social adjustment at several points in time. Lastly, as the University 
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of Illinois is a primarily White institution and enrolls students between the ages of 18 and 24, it 
may be difficult to generalize the findings from this study to institutions with greater student 
body diversity. 
Summary 
 This chapter detailed the methodological design for the study. Further information 
regarding the instrument, institution, and sample were described and explained. Additionally, the 
independent and dependent variables, quantitative and qualitative plan of analysis, protection of 
human subjects, and delimitations and limitations were detailed.  
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CHAPTER 4 - RESULTS 
 This chapter provides the outline of the quantitative and qualitative results of the study 
and is divided into nine sections. The first section presents the results of the pilot study 
conducted in November 2017. The second section provides descriptive information of the full 
sample for the study and the third section provides an analysis of the demographic characteristics 
of the sample. The fourth section examines experiences within the classroom as well as with 
faculty at both the community college and the university. The following section contains the 
exploratory factor analysis and describes the constructs used in the study more completely. The 
sixth section compares the means of those constructs for the overall sample and for each transfer 
group separately. The next section presents the results of several multiple regression models 
applied to the study. The eighth section provides the salient themes from the open-ended answers 
provided in the survey. The final section provides a summary of the chapter.  
Pilot Study 
 As the Laanan-Transfer Students’ Questionnaire (L-TSQ) had never been formally 
administered to concurrent enrollment transfer students to assess their perception of adjustment 
to their transfer institution, a pilot study was conducted in October 2017 to test the validity of the 
survey for this population. A sample of traditional and concurrent enrollment community college 
transfer students (N = 51) who were enrolled full-time in the fall 2017 semester were recruited to 
complete the pilot study. To encourage survey completion, participants who submitted the online 
survey in full were provided a $5 gift card to an online retailer. The students were sent an email 
invitation with a link to the online pilot study. Of the 51 students invited to participate in the 
pilot study, 16 completed the questionnaire resulting in an overall response rate of 31.3%. Of the 
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sample, 10 (or 62.5%) were traditional transfer students and the remaining 37.5% were Parkland 
Pathway to Illinois transfer students.  
 The pilot study was intended to determine if the L-TSQ constructs held for concurrent 
enrollment transfer students. Though the numbers of respondents were small, it allowed for some 
statistical analysis in order to evaluate the constructs and factor loadings of individual questions. 
The result of this analysis removed three questions from the condensed L-TSQ focused on friend 
making: I am very involved with social activities at this university; I feel more comfortable 
making friends with transfer students than non-transfer students; and I feel comfortable spending 
time with friends that I made at the two-year college I attended. After removing these three 
statements, the final version of the L-TSQ was administered to the full sample of community 
college transfer students enrolled in fall 2017 at the University of Illinois. As the researcher did 
not have access to any identifiers of the full sample, it is possible that the final survey was sent to 
students who completed the pilot study, therefore data from the pilot study was not included in 
the results of the final questionnaire.  
Descriptive Analysis of the Full Sample 
 Transfer students comprised 15.5% of all new, incoming students for the fall 2017 term 
(University of Illinois, 2017). Of the 1383 new transfer students, 57.3% were from Illinois 
community colleges (University of Illinois, 2017). Though this study did not limit its focus to 
only those students transferring from a community college within Illinois, only 2.6% of fall 2017 
enrolled transfer students came from out-of-state or unknown institutions so it is likely that the 
study participants were from Illinois institutions (University of Illinois, 2017). As stated 
previously, sample criteria included enrollment in 12 credit hours or more during the fall 2017 
term, traditional age of 18-24 years old, and previous community college attendance. A transfer 
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student at the University of Illinois is only indicated as such for the first term of enrollment; 
thereafter they are classified as a ‘continuing student’. Because of this classification, there is no 
way to get an accurate accounting of how many students are on campus and had transferred from 
another institution.  
The Division of Management Information (DMI) selected students enrolled during the 
fall 2017 term, between the ages of 18 and 24, and then filtered those who were marked as a 
transfer student their first semester of enrollment with a community college as their previous 
institution. The full population of any group is not provided to researchers per DMI policy, so the 
questionnaire was sent to 974 students in November 2017. Out of this total, 231 students 
responded to the survey – which resulted in an initial response rate of 23.7%. After reviewing 
partial survey completers, it was determined that 36 (15.6%) did not complete enough of the 
survey in order to justify inclusion in the sample. Given that the study was distributed the week 
before fall break and closed to submissions the Tuesday prior to final exams, it was not 
surprising that some respondents did not complete the survey in its entirety. Once these 
incomplete survey responses were removed from the sample, the final sample was comprised of 
195 respondents with a 20.0% response rate. Of the 195 students, 27 were participants in the 
Parkland Pathway to Illinois program and 168 were traditional community college transfer 
students.  
 A descriptive analysis of the sample was performed in order to understand the 
characteristics of the sample. The majority of all respondents were female (54.8%) which is 
higher than the female undergraduate enrollment for the fall 2017 term at 45.4% (University of 
Illinois, 2017). Male respondents outnumbered female for the Pathway subgroup at 55.6% to 
40.7% respectively. The overall sample primarily identified as White (65.1%) with the 
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concurrent enrollment subgroup at 74% and the traditional transfer group reporting 63.7% of 
which is higher than the campus total undergraduate enrollment of 44.7% (University of Illinois, 
2017a). About one-fourth of respondents from the Pathway subgroup indicated that they were 
from an underrepresented racial and/or ethnic minority group (22.2%) compared to 35.5% of the 
traditional group and an overall sample of 32.8%. This total is comparable to the overall makeup 
of campus at 28.8%.  
Respondents were asked if they had earned dual credit coursework while still in high 
school with 42.5% of the full sample reporting that they had. The Pathway subgroup reported at 
44.4% while the traditional transfer group was slightly lower at 42.3%. Prior to transferring, 
respondents reported that 69.2% had earned at least 60 credit hours with Pathway students at 
70.3% and traditional transfer students reporting at 69%. Over half (55.8%) of the full sample 
entered the University of Illinois after earning their associate degree. Of this group, seven were 
Parkland Pathway (25.9% of that sub-group) and 102 (60.7%) were traditional transfer students4. 
See Table 2 for a complete listing of the background characteristics in the study.  
Table 2 (cont.) 
Descriptive Statistics for Selected Condensed L-TSQ Variables (N = 195) 
    
 Parkland Pathway   Traditional Transfer 
Variable n %   n % 
Transfer Type 27 13.8  168 86.2 
Gender      
   Male1 15 55.6  72 42.9 
   Female 11 40.7  96 57.1 
   Missing 1 3.7  0 0.0 
Race/ethnicity      
   American Indian or Alaska Native 0 0.0  1 0.6 
                                                            
4 Most Parkland Pathway to Illinois students do not earn their associate’s degree prior to transfer. 
The University of Illinois and Parkland College have a reverse transfer agreement where students 
transfer their coursework back to Parkland after completing 30 graded hours at the University. 
57 
 
Table 2 (cont.) 
Descriptive Statistics for Selected Condensed L-TSQ Variables (N = 195) 
    
 Parkland Pathway   Traditional Transfer 
Variable n %   n % 
   Asian 1 3.7  20 11.9 
   Black or African American 0 0.0  4 2.4 
   Hispanic or Latino 2 7.4  11 6.5 
   Native Hawaiian or Pacific Islander 1 3.7  1 0.6 
   White 20 74.1  107 63.7 
   Multiracial 2 7.4  21 12.5 
   Prefer not to say 0 0.0  3 1.8 
   Missing 1 3.7  0 0.0 
Transfer Year      
   2016 1 3.7  4 2.4 
   2017 25 92.6  164 97.6 
   Missing 1 3.7  0 0.0 
Transfer Term      
   Fall 25 92.6  166 98.8 
   Spring 0 0.0 0 0.0 
   Summer 0 0.0 2 1.2 
   Missing 2 7.4  0 0.0 
Credit Hours      
   0-29 1 3.7  2 1.2 
   30-59 5 18.5  50 29.8 
   60-89 19 70.4  100 59.5 
   90+ 0 0.0  16 9.5 
   Missing 2 7.4  0 0.0 
Dual Credit      
   Yes 12 44.4  71 42.3 
   No 12 44.4  81 48.2 
   Missing 3 11.1  16 9.5 
Earned Associate Degree      
   Yes 7 25.9  102 60.7 
   No 19 70.4  66 39.3 
   Missing 1 3.7  0 0.0 
Pursuing STEM Major at Illinois      
   Yes 9 33.3  87 51.8 
   No 17 63.0  73 43.5 
   Missing 1 3.7  8 4.8 
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Table 2 (cont.) 
Descriptive Statistics for Selected Condensed L-TSQ Variables (N = 195) 
    
 Parkland Pathway   Traditional Transfer 
Variable n %   n % 
Estimated Annual Parental Income       
   Less than $20,000 0 0.0  19 11.3 
   $20,000 - $39,999 2 7.4  24 14.3 
   $40,000 - $59,999 0 0.0  25 14.9 
   $60,000 - $79,999 7 25.9  38 22.6 
   Greater than $80,000 14 51.9  58 34.5 
   Missing 4 14.8  4 2.4 
Mother's Education Level      
   Some high school 1 3.7  14 8.3 
   High school graduate 1 3.7  20 11.9 
   Some college 2 7.4  18 10.7 
   Certificate or Associate degree 4 14.8  29 17.3 
   Bachelor's degree 8 29.6  42 25.0 
   Some graduate school 1 3.7 3 1.8 
   Graduate or Professional degree 6 22.2 39 23.2 
   Missing 4 14.8  3 1.8 
Father's Education Level      
   Some high school 1 3.7  13 7.7 
   High school graduate 6 22.2  31 18.5 
   Some college 1 3.7  19 11.3 
   Certificate or Associate degree 3 11.1  18 10.7 
   Bachelor's degree 7 25.9  50 29.8 
   Some graduate school 1 3.7  1 0.6 
   Graduate or Professional degree 3 11.1  29 17.3 
   Missing 5 18.5  7 4.2 1One respondent self-identified as transgender male. In order to ensure anonymity of respondents, this person was 
considered male in the analysis. 
 
Majors and programs of study were collected from the respondents to gain additional 
information on the sample. Given that the University of Illinois offers over 180 majors in nine 
colleges, respondents reflected these diverse offerings. Students pursuing majors within the 
College of Liberal Arts and Sciences – the largest college at the University - reflected 29.2% of 
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the respondents. The Colleges of Agricultural, Consumer, and Environmental Sciences and 
Engineering followed with 19% and 12.3% respectively. As the University of Illinois is a highly 
selective, Research I, land grant institution, it was no surprise that students pursuing Science, 
Technology, Engineering, and Math (STEM) majors reflected 49% of the total respondents with 
one-third in the Pathway subgroup and 44.6% for traditional transfer students. Additional 
information regarding the majors of the sample can be found in tables 3, 4, and 5.  
Table 3 
Colleges of Respondents (N = 195) 
College n % 
Agricultural, Consumer, and Environmental Sciences 37 19.0 
Applied Health Sciences 21 10.8 
Business 17 8.7 
Education 5 2.6 
Engineering 24 12.3 
Fine and Applied Arts 12 6.1 
Liberal Arts and Sciences 57 29.2 
Media 3 1.5 
School of Social Work 5 2.5 
Missing 14 7.2 
 
Table 4 (cont.) 
      
Academic Majors of Respondents (N = 195) 
 
Major n % Major n % 
Engineering 24 12.3 Technical Systems Management 2 1.0 
Business 17 8.7 Urban and Regional Planning 2 1.0 
Psychology 14 7.2 Actuarial Science 1 0.5 
Animal Sciences 11 5.6 Agricultural Communications 1 0.5 
Molecular and Cellular Biology 7 7.2 Agriculture Science Education 1 0.5 
Speech and Hearing Sciences 7 3.6 Art History 1 0.5 
Agricultural and Consumer 
Economics 6 3.6 
Comparative and World 
Literature 1 0.5 
Communication 6 3.1 Dance 1 0.5 
Crop Sciences 6 3.1 Earth, Society, and Environmental Sustainability  1 0.5 
English 6 3.1 Economics 1 0.5 
Architectural Studies 5 3.1 Geology 1 0.5 
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Table 4 (cont.) 
      
Academic Majors of Respondents (N = 195) 
 
Major n % Major n % 
Community Health 5 2.6 Graphic Design 1 0.5 
Social Work 5 2.6 History 1 0.5 
Elementary Education 4 2.6 Interdisciplinary Health Sciences 1 0.5 
Kinesiology 4 2.1 Journalism 1 0.5 
Recreation, Sport, and Tourism 4 2.1 Music 1 0.5 
Food Science and Human 
Nutrition 4 2.1 Philosophy 1 0.5 
Anthropology 3 1.5 Sociology 1 0.5 
Human Development and 
Family Studies 3 2.1 Spanish 1 0.5 
Integrative Biology 3 1.5 Special Education 1 0.5 
Natural Resources and 
Environmental Sciences 3 1.5 Statistics 1 0.5 
Political Science 3 1.5 Statistics & Computer Science 1 0.5 
Advertising 2 1.0 Theatre 1 0.5 
Atmospheric Sciences 2 1.0 Missing 14 0.5 
Chemistry 2 1.0    
 
Table 5 
Academic Majors Grouped by College of Parkland Pathway to Illinois Respondents (N = 27) 
College n % 
Agricultural, Consumer, and Environmental Sciences   
Agricultural and Consumer Economics 4 14.8 
Agricultural Communications 1 3.7 
Agricultural Science Education 1 3.7 
Animal Sciences 2 7.4 
Human Development and Family Studies 1 3.7 
Technical Systems Management 2 7.4 
Applied Health Sciences   
Community Health 3 11.1 
Speech and Hearing Sciences 1 3.7 
Education   
Elementary Education 1 3.7 
Engineering 3 11.1 
Liberal Arts and Sciences   
Integrative Biology 1 3.7 
Political Science 1 3.7 
Psychology 1 3.7 
School of Social Work 1 3.7 
Missing 4 14.8 
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Community College Versus University Experiences 
The condensed version of the L-TSQ asked respondents about their behaviors and 
experiences at the community college and at the University. These questions specifically focused 
on their learning behaviors (i.e. taking detailed notes in class, integrating ideas from various 
sources, participating in class discussions) and their formal and informal experiences with 
faculty. Paired sample t-tests were conducted to compare these behaviors and experiences for the 
full sample and each subgroup. Table 6 presents the comparison of responses for the full sample 
on their course learning behaviors. The results indicate that survey respondents performed 
course-learning behaviors more often at the University of Illinois than their community college. 
Specifically, they took more detailed notes (t = -2.14, p = .034), attempted to integrate ideas (t = 
-3.49, p = .001), and considered practical applications of the material (t = -5.86, p = .000) at a 
statistically significant higher rate.   
 
Table 6 (cont.)      
Paired Sample t-Test Comparison of Student Course Learning Experiences 
 
How often did you 
do each of the 
following? (answered 
on a scale ranging 
from 1 (never) to 4 
(always) 
Community 
College 
 University  Paired Samples t-Test 
n M SD 
 
N M SD 
 
t df p 
Took detailed notes 
in class 194 3.30 0.69 
 194 3.41 0.66  -2.14 193 .034* 
Tried to see how 
different facts and 
ideas fit together 
194 3.19 0.70 
 
194 3.38 0.67 
 
-3.49 193 .001** 
Thought about 
practical applications 
of the material 
191 3.10 0.69 
 
191 3.41 0.63 
 
-5.86 190 .000** 
Worked on a paper 
or project where I 194 3.14 0.75 
 194 3.25 0.80  -1.50 193 .136 
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Table 6 (cont.)      
Paired Sample t-Test Comparison of Student Course Learning Experiences 
 
How often did you 
do each of the 
following? (answered 
on a scale ranging 
from 1 (never) to 4 
(always) 
Community 
College 
 University  Paired Samples t-Test 
n M SD 
 
N M SD 
 
t df p 
had to integrate ideas 
from various sources 
Tried to explain the 
material to another 
student or friend 
194 2.96 0.81 
 
194 3.08 0.80 
 
-1.70 193 .091 
* p < .05, ** p < .01 
 
When reporting their interaction and experiences with faculty, respondents indicated that 
they felt more comfortable approaching faculty, in general, at their community college. More 
specifically, respondents indicated that they were comfortable approaching faculty outside of the 
classroom (t = 5.61, p = .000) and asked them for information on their grades and course 
performance (t = 4.01, p = .000). Additionally, the full sample indicated that they visited 
informally after class more often (t = 3.48, p = .001) and asked faculty for critical feedback (t = 
2.18, p = .030) at a statistically significant higher rate at their community college than at the 
University (see Table 7). 
Table 7 (cont.)      
Paired Sample t-Test Comparison of Student Experiences with Faculty 
How often did you 
do each of the 
following? 
(answered on a 
scale ranging from 
1 (never) to 4 
(always) 
Community 
College 
 University  Paired Samples t-Test 
n M SD 
 
N M SD 
 
t df p 
Visited faculty and 
sought their advice 
on class projects 
195 2.50 0.90  195 2.37 0.87  1.65 194 .100 
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Table 7 (cont.)      
Paired Sample t-Test Comparison of Student Experiences with Faculty 
How often did you 
do each of the 
following? 
(answered on a 
scale ranging from 
1 (never) to 4 
(always) 
Community 
College 
 University  Paired Samples t-Test 
n M SD 
 
N M SD 
 
t df p 
such as writing 
assignments and 
research papers. 
Felt comfortable 
approaching faculty 
outside of class. 
195 3.23 0.83 
 
195 2.77 0.84 
 
5.61 194 .000** 
Asked my 
instructor for 
information related 
to a course I was 
taking (e.g. grades, 
make-up work, 
assignments). 
195 2.92 0.89 
 
195 2.62 0.93 
 
4.01 194 .000** 
Visited informally 
and briefly with an 
instructor after 
class. 
195 2.54 0.92 
 
195 2.27 0.90 
 
3.48 194 .001** 
Discussed my 
career plans and 
ambitions with a 
faculty member. 
195 2.41 1.00 
 
195 2.26 0.96 
 
1.67 194 .096 
Asked an instructor 
for comments and 
criticisms about my 
work. 
195 2.53 0.94 
 
195 2.35 0.98 
 
2.18 194 .030* 
* p < .05, ** p < .01 
  
Most respondents used terms similar to ‘friendly’ and ‘student-oriented’ to describe their 
experiences with their community college faculty. One traditional vertical transfer student felt 
that faculty teach at the community college with the goal of helping students grow: “The courses 
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are probably a lot less rigorous, but it is clear that none of the professors would be there if they 
didn't truly, genuinely hope that their students apply themselves and learn.” Conversely, 
responses highlighting experiences with university faculty varied. A few respondents indicated 
that the University faculty ‘cared’ about the student learning experience, while others stated that 
classes are most often taught by graduate assistants, so they didn’t feel comfortable approaching 
a faculty member. Lack of communication from faculty at the University was a common theme: 
“Professors expect you to know what they are looking for, without a guideline or specifics on 
what their grading style is. Lack of information from faculty is frustrating. I am having a hard 
transition at U of I” (traditional vertical transfer student). Another traditional transfer student 
provided a different view: “I love the research opportunities and prestige of the faculty. They are 
more than willing to help you.” 
Focusing on the Parkland Pathway to Illinois concurrent enrollment participants, similar 
experiences were had by this subgroup of the sample, but not to the same significance level as 
the full sample. All students reported that they performed the course learning behaviors at a 
higher rate at the University, though only the question on considering the practical applications 
of the material being learned were performed at a statistically significant different rate (t = -2.38, 
p = .026). Table 8 presents the complete results.  
Parkland Pathway to Illinois students have the unique opportunity to take courses at each 
institution concurrently and interact with faculty at each institution simultaneously. The L-TSQ 
is designed for students to separate their community college and university experiences, which 
provides opportunity for comparison. The Pathway transfer students echoed the full sample in 
that they felt more comfortable with community college faculty though the only statistically  
65 
 
Table 8      
Paired Sample t-Test Comparison of Parkland Pathway Student Course Learning Experiences 
 
How often did you 
do each of the 
following? 
(answered on a 
scale ranging from 
1 (never) to 4 
(always) 
Community 
College 
 University  Paired Samples t-Test 
n M SD 
 
N M SD 
 
t df p 
Took detailed notes 
in class 26 3.12 0.71 
 26 3.15 0.54  -0.30 25 .770 
Tried to see how 
different facts and 
ideas fit together 
26 3.19 0.69 
 
26 3.38 0.57 
 
-1.31 25 .203 
Thought about 
practical 
applications of the 
material 
25 3.12 0.73 
 
25 3.48 0.65 
 
-2.38 24 .026* 
Worked on a paper 
or project where I 
had to integrate 
ideas from various 
sources 
26 2.96 0.82 
 
26 3.27 0.83 
 
-1.78 25 .088 
Tried to explain the 
material to another 
student or friend 
26 2.77 0.95 
 
26 2.92 0.85 
 
-0.70 25 .490 
* p < .05, ** p < .01 
 
significant result was in regard to approaching faculty outside of the classroom (t = 5.12, p = 
.000). The lone inconsistent result, though statistically insignificant, indicated that Pathway 
students discussed career plans and ambitions with a faculty member at the University slightly 
more often than at Parkland College (see Table 9). 
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Table 9 
  
    
Paired Sample t-Test Comparison of Parkland Pathway Student Experiences with Faculty 
 
How often did you 
do each of the 
following? 
(answered on a 
scale ranging from 
1 (never) to 4 
(always) 
Community 
College 
 University  Paired Samples t-test 
n M SD 
 
N M SD 
 
t df p 
Visited faculty and 
sought their advice 
on class projects 
such as writing 
assignments and 
research papers. 
27 2.56 0.97 
 
27 2.30 0.72 
 
1.32 26 .199 
Felt comfortable 
approaching faculty 
outside of class. 
27 3.37 0.63 
 
27 2.52 0.75 
 
5.12 26 .000** 
Asked my 
instructor for 
information related 
to a course I was 
taking (e.g. grades, 
make-up work, 
assignments). 
27 2.70 0.91 
 
27 2.52 0.80 
 
1.00 26 .327 
Visited informally 
and briefly with an 
instructor after 
class. 
27 2.48 1.05 
 
27 2.26 0.94 
 
0.88 26 .386 
Discussed my 
career plans and 
ambitions with a 
faculty member. 
27 2.33 1.18 
 
27 2.37 0.97 
 
-0.14 26 .890 
Asked an instructor 
for comments and 
criticisms about my 
work. 
27 2.44 1.12 
 
27 2.37 0.93 
 
0.32 26 .752 
* p < .05, ** p < .01 
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Again, responses varied concerning approachability of faculty at both institutions. One 
Parkland Pathway to Illinois student stated the following:  
Teachers at the U of I don't care about students as much as teachers at Parkland do. I have 
made personal friendships with two of my teachers at Parkland who I still keep in contact 
with even today. I have made no such friendships with teachers at the U of I yet and don't 
foresee it happening. 
 
In regard to the idea that community college faculty are more approachable than their 
four-year counterparts, one Parkland Pathway to Illinois student provided the following insight:  
I don't believe that in reality the faculty are harder to approach than at my community 
college, but due to the differences in environment, there is a perceived difference wherein 
professors and other faculty seem harder to approach. I believe exact elements of the 
environment are the class sizes and the specific differences of goals for each institution; 
the university is more focused on research, while my community college was focused 
solely on teaching. 
 
Exploratory Factor Analysis 
 Before beginning the regression analysis, an exploratory factor analysis with varimax 
rotation was conducted to identify which constructs from the condensed L-TSQ held for this 
study. As this study included four questions related to participation and impact of the Parkland 
Pathway to Illinois program, this further analysis was necessary to verify the development of the 
new constructs. Variables with factor loadings of .60 or higher were selected to be included in 
the development of the constructs formed within the study. Cronbach’s coefficient alpha was 
employed to measure the internal consistency (reliability) of the constructs themselves. 
Constructs with an alpha reliability of .60 or higher were used to create the models in the 
regression analysis. Table 10 outlines the constructs with alpha reliabilities and the factor 
loadings of the survey items building the constructs.  
 Four factors comprised the construct of community college experiences. The first factor, 
perception of the community college (α = .811), was answered on a scale of 1 (strongly disagree) 
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to 5 (strongly agree) as was the factor comprised of questions related to experiences with 
community college courses (α = .862). The community college satisfaction (α = .794) factor was 
on a scale of 1 (very dissatisfied) to 4 (very satisfied). The final factor of community college 
learning (α = .745) was answered on a scale of 1 (never) to 4 (always).  
 The next construct of university experiences was built on eight factors. The factors of 
faculty interaction (α = .866) and university course learning (α = .737) were answered on a scale 
of 1 (never) to 4 (always). The perception of university faculty (α = .816), overall university 
perceptions (α = .816), perception of the university (α = .665), competition and survival culture 
(α = .636), and transfer student stigma (α = .799) were on a scale of 1 (strongly disagree) to 5 
(strongly agree). The final factor measuring the satisfaction with the university (α = .810) was 
reported on a scale of 1 (very dissatisfied) to 4 (very satisfied).   
 Based on the previous work of Laanan (2004), the construct of transfer student capital 
was built on the following composite variables measured on a scale of 1 (strongly disagree) to 5 
(strongly agree): academic advising at the community college (α = .890), learning and study 
skills developed at the community college (α = .883), and experience with the transfer process (α 
= .733). The last factor included in the construct of transfer student capital, interaction with 
community college faculty (α = .895), was answered on a scale of 1 (never) to 4 (always). For 
students who transferred after completing the Parkland Pathway to Illinois program, the 
composite variables of overall Pathway perception (α = .668) and the social influence of the 
Pathway program (α = .697) were included and answered on the scale 1 (strongly disagree) to 5 
(strongly agree).   
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 The constructs of social adjustment and academic adjustment were used as dependent 
variables for the present study. Both factors were answered on a scale of 1 (strongly agree) to 5 
(strongly disagree) with alpha reliabilities of α = .912 and α =.618 respectively.  
Table 10 (cont.) 
 
 
Factor Loadings and Reliability Analysis 
 
 
Variables (alpha coefficients in parentheses) Factor loading 
Community College Course Learning (α = .745)  
          Took detailed notes in class 0.62 
          Participated in class discussions 0.68 
          Tried to see how different facts and ideas fit together 0.70 
          Thought about practical applications of the material 0.69 
          Worked on a paper or project where I had to integrate ideas from               
various sources 
0.64 
          Tried to explain the material to another student or friend 0.66 
Experiences with community college courses (α = .862)  
The courses developed my critical and analytical thinking 0.70 
The courses demanded intensive writing assignments and projects. 0.78 
Overall, the courses were intellectually challenging. 0.83 
The courses prepared me for the academic standards at the University of 
Illinois. 
0.82 
The courses prepared me for my major at the University of Illinois. 0.77 
The courses required extensive reading and writing. 0.74 
Community College Academic Advising (α =.890)  
I consulted with academic counselors regarding transfer. 0.89 
The information received from academic counselor(s) was helpful in the 
transfer process. 
0.77 
I met with academic counselors on a regular basis. 0.77 
I talked with a counselor/advisor about courses to take, requirements, 
and education plans. 
0.88 
I discussed my plans for transferring to the University of Illinois or any 
other institution. 
0.89 
I identified courses needed to meet the general education/major 
requirements for the University of Illinois or any other institution.  
0.63 
Community College Faculty Interaction (α = .895)  
Visited faculty and sought their advice on class projects such as writing 
assignments and research papers. 
0.84 
Felt comfortable approaching faculty outside of class. 0.73 
Asked my instructor for information related to a course I was taking 
(e.g. grades, make-up work, assignments). 
0.83 
Visited informally and briefly with an instructor after class. 0.82 
Discussed my career plans and ambitions with a faculty member. 0.80 
Asked an instructor for comments and criticisms about my work. 0.84 
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Table 10 (cont.) 
 
 
Factor Loadings and Reliability Analysis 
 
 
Variables (alpha coefficients in parentheses) Factor loading 
Learning and Study Skills   
Computer skills  0.60 
Mathematical skills  0.63 
Note taking skills  0.76 
Problem solving skills  0.83 
Reading skills  0.78 
Research skills  0.61 
Speaking and oral presentation skills  0.63 
Test taking skills  0.76 
Time management skills  0.73 
Writing skills  0.70 
Transfer Process (α = .733)  
I researched various aspects of the University of Illinois to get a better 
understanding of the environment and academic expectations. 
0.62 
I visited the University of Illinois campus to learn where offices and 
departments were located.  
0.77 
I spoke to academic counselors/advisors at the University of Illinois 
about transferring and major requirements.  
0.70 
I visited the admissions office at the University of Illinois.  0.78 
I spoke to former community college transfers at the University of 
Illinois to gain an insight about their adjustment experiences.  
0.62 
Community College Perception (α = .811)  
I would recommend my former community college to other students 0.91 
My community college was an intellectually stimulating and often 
exciting place to be. 
0.87 
If I could start over again, I would still attend my community college 0.80 
Community College Satisfaction (α = .794)  
Overall quality of instruction  0.76 
General education courses  0.65 
Amount of contact with faculty  0.79 
Interactions with other students  0.72 
Overall college experience  0.78 
University perceptions prior to transfer: Academic (α = .665)  
I felt prepared for the coursework and expectations at the University of 
Illinois. 
0.87 
I felt confident about the new challenges at the University of Illinois. 0.87 
University perceptions prior to transfer: Social (α = .655)  
I felt overwhelmed by the thought of being at a large university with 
thousands of students. 
0.85 
I felt uncomfortable about being in large lecture classes. 0.77 
I felt nervous about making new friends at the University of Illinois 0.68 
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Table 10 (cont.) 
 
 
Factor Loadings and Reliability Analysis 
 
 
Variables (alpha coefficients in parentheses) Factor loading 
University Faculty Interaction (α = .866) 
Visit faculty and seek their advice on class projects such as writing 
assignments and research papers. 
0.80 
Felt comfortable approaching faculty outside of class. 0.66 
Asked my instructor for information related to a course I was taking 
(e.g. grades, make-up work, assignments). 
0.83 
Visited informally and briefly with an instructor after class. 0.81 
Discussed my career plans and ambitions with a faculty member. 0.73 
Asked an instructor for comments and criticisms about my work. 0.82 
University Faculty Perception  (α = .816)  
Faculty tend to be accessible to students. 0.88 
Faculty are easy to approach. 0.89 
Professors are strongly interested in the academic development of 
undergraduates. 
0.80 
University Course Learning (α = .737)  
Took detailed notes in class 0.63 
Tried to see how different facts and ideas fit together 0.84 
Thought about practical applications of the material 0.86 
Worked on a paper or project where I had to integrate ideas from various 
sources 
0.68 
University Satisfaction (α = .810)  
Overall quality of instruction  0.67 
Sense of community on campus 0.76 
Major courses  0.61 
Amount of contact with faculty  0.70 
Interactions with other students  0.71 
Overall college experience  0.85 
University Perceptions (α = .816)  
I would recommend other students to transfer to the University of 
Illinois. 
0.89 
The University of Illinois is an intellectually stimulating and often 
exciting place to be. 
0.84 
If I could start over again, I would still transfer to the University of 
Illinois. 
0.87 
Transfer Student Stigma (α = .799)   
Because I was a "community college transfer,” most students tend to 
underestimate my abilities. 
0.88 
There is a stigma at this university among students for having started at a 
community college. 
0.89 
Because I was a "community college transfer," most faculty tend to 
underestimate my abilities. 
0.75 
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Table 10 (cont.) 
 
 
Factor Loadings and Reliability Analysis 
 
 
Variables (alpha coefficients in parentheses) Factor loading 
Competition and Survival Culture (α = .636) 
Generally, students are more concerned about "getting the grade" instead 
of learning the material. 
0.71 
Many students feel like they do not "fit in" on this campus. 0.77 
Most students are treated like "numbers in a book.” 0.81 
Parkland Pathway participation: Overall (α = .668)  
Helped me to understand the academic and social expectations at the 
University of Illinois. 
0.81 
Helped me to feel like I was a part of the University of Illinois 
community before I even became full-time.  
0.73 
Made it easier to adjust academically to the University. 0.81 
Parkland Pathway participation: Social (α = .697)  
Did not help me make social connections – everyone already had their 
friends 
0.88 
Made me feel like an “outsider.” I wasn’t a freshman and I wasn’t a 
regular transfer student. 
0.88 
Psychological Adjustment (α = .755)  
I often feel overwhelmed by the size of the student body. 0.89 
The large classes intimidate me. 0.87 
Upon transferring, I felt alienated at this university. 0.71 
Academic Adjustment (α = .618)  
Adjusting to the academic standards or expectations at the University of 
Illinois has been easy. 
0.73 
I experienced a dip in grade point average after I transferred. 0.75 
My level of stress increased when I started at this University. 0.78 
Social Adjustment (α = .912)  
Adjustment to the social environment at the University of Illinois has 
been easy. 
0.92 
I am meeting as many people and making as many friends as I would 
like.  
0.93 
It is easy to make friends at this University. 0.92 
 
Dependent Variables 
 The present study utilized two dependent variables focused on the adjustment of 
community college transfer students to the University of Illinois. The following survey items 
constructed the dependent variable of academic adjustment: (a) adjusting to the academic 
standards or expectations at the University of Illinois has been easy; (b) I experienced a dip in 
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grade point average after I transferred, and (c) my level of stress increased when I started at this 
University. These items were answered on a scale of 1 (strongly agree) to 5 (strongly disagree).  
 The social adjustment dependent variable was comprised of respondent answers to the 
following statements: (a) adjustment to the social environment at the University of Illinois has 
been easy; (b) I am meeting as many people and making as many friends as I would like, and (c) 
it is easy to make friends at the University. These items were also answered on a scale of 1 
(strongly agree) to 5 (strongly disagree). Figure 2 provides an updated conceptual model of the 
regression analysis based the constructs and individual dependent variables.  
 
Comparison of Means 
 The first research question asked if there was a difference between concurrent enrollment 
and traditional transfer students in their perception of academic and social adjustment to the 
University of Illinois. An independent samples t-test was conducted to compare these two 
transfer groups and each of the dependent variables. There was a significant difference in the 
74 
 
scores for the perception of academic adjustment between traditional (M = 3.37, SD = .951) and 
Parkland Pathway to Illinois transfer students (M = 2.84, SD = .917); t(193) = 2.698, p = .008 
(see Table 11). Additionally, the effect size was also calculated using Hedges’ g. As the two 
groups being compared have a different group size, effect size is better calculated through 
Hedges’ g, rather than the more ubiquitous η2 or partial-η2 as Hedges’ g pools the variance. 
Calculating this statistic results in an effect size of 0.56, which tells us that Pathway participation 
has a medium effect on the perception of academic adjustment. 
Table 11 
Independent Samples t-Test Results Comparing Academic Adjustment  
Source N Mean SD t df p 95% CI 
Parkland 
Pathway 27 2.84 0.951 2.698 193 .008** 0.14, 0.92 
Traditional 
Transfer 168 3.37 0.917     
* p < .05, ** p < .01 
 
 Social adjustment was also measured using an independent samples t-test to compare the 
means of the groups of interest. The perception of social adjustment was not found to be 
statistically significant between Parkland Pathway to Illinois transfer students (M = 2.58, SD = 
1.061) and traditional vertical transfer students (M = 3.06, SD = 1.277); t(193) = 1.849, p = .066. 
Although the result of the independent samples t-test for this dependent variable was not found 
to be significant at p < .05, it could be interpreted as practically significant. To this end, the 
effect size is important to consider as well. In reviewing the results of the Hedges’ g calculation 
for the social adjustment dependent variable in relation to transfer status, the results indicate a 
medium effect of Pathway participation at 0.38. Taking both the insignificant p-value and a 
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medium effect size into consideration, one could conclude that the result is not non-significant, 
but inconclusive due to the sample size (see Table 12). 
Table 12 
Independent Samples t-Test Results Comparing Social Adjustment  
Source N Mean SD t df p 95% CI 
Parkland 
Pathway 27 2.58 1.061 1.849 193 .066 -0.13, 0.99 
Traditional 
Transfer 168 3.06 1.277     
* p < .05, ** p < .01 
 
 Additional independent samples t-tests were conducted for each of the individual 
constructs in order to further compare the means of the two transfer types (please refer to 
Appendix I for the tables). Results of these analyses were largely not statistically significant; 
however, several significant comparisons should be noted. Parkland Pathway to Illinois transfer 
students indicated that they met with their community college advisors more often (M = 4.56, SD 
= .847) than traditional community college transfer students (M = 4.10, SD = 1.345);  
t(50) = 2.376, p = .021. Survey respondents spoke to the differences in advising styles at their 
community college. Many Pathway students indicated that they met with their Parkland College 
advisors often, but working with University of Illinois advisors proved more helpful in ensuring 
that the best courses for their major were taken. One traditional transfer student indicated 
frustration with their community college’s advising structure, which affected their transfer 
experience: 
The difficult part of seeking counseling at my community college was that I was never 
assigned a specific advisor. Each time I went to meet with an advisor I met with a 
different one so I had to explain my situation each time and I received different advice 
each time. This made the process of transferring overly complicated. 
76 
 
 Further, some activities prospective transfer students performed prior to being admitted to 
the University of Illinois were significant. Unsurprisingly, Pathway students met with a 
University of Illinois advisor more often to plan their transfer to the University of Illinois         
(M = 4.48, SD = .849) than their traditional transfer peers did (M = 3.90, SD = 1.295), t(48) = 
3.012, p = .004. Pathway students also talked to other University of Illinois transfer students 
about their transfer experiences before transferring more often (M = 3.44, SD = 1.423) than 
traditional transfer students (M = 2.83, SD = 1.654), t(38) = 2.044, p = .048. Due to the 
proximity of the university and access to current students through concurrent enrollment, these 
findings make sense. Finally, traditional transfer students were more nervous about making new 
friends at the University (M = 3.83, SD = 1.241) than Parkland Pathway transfer students (M = 
3.11, SD = 1.502); t(32) = -2.372, p = .024.  
 Three additional findings are important to note. Pathway students indicated higher 
feelings of alienation at the University after transfer (M = 3.78, SD = 1.121) where traditional 
transfer students rated their alienation lower (M = 3.10, SD = 1.337), t(193) = 2.513, p = .013. 
Similarly, Pathway students indicated that it was not as easy to adjust to the University of Illinois 
socially (M = 2.48, SD = 1.122) as traditional transfer students (M = 3.11, SD = 1.360), t(39) = -
2.631, p = .015. However, traditional transfer students indicated that they had a dip in their grade 
point average during their first semester at the University of Illinois (M = 3.26, SD = 1.358), 
while concurrent enrollment transfer students did not report a decrease (M = 2.56, SD = 1.476), 
t(192) = -2.462, p = .012.  
Multiple Regression Analysis 
 In order to gain further understanding on what constructs impact the academic and social 
adjustment of concurrent enrollment and traditional transfer students, an extensive descriptive 
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analysis was completed prior to performing the multiple regression analysis. Examining the 
collinearity between independent variables was also performed to examine their relationships 
(see Appendix J). Multicollinearity indicates redundancies between variables and inflates the 
standard errors of the coefficients. Through this inflation, some variables may be found 
insignificant when they are, in fact, significant within the regression analysis. Tabachnick and 
Fidell (2013) point to the threshold of r = .90 where the issues with multicollinearity are highest, 
but care should be taken when using variables with collinear relationships at r = .70 or higher. 
The variables of University Satisfaction and University Perception were found to be 
correlated at a slightly higher rate than other variables (r = .719). The high correlation between 
these two variables is not surprising as students may conflate the concepts of satisfaction with 
their lived experiences at the University with their views – or perception – of the University. In 
order to measure the variance of the independent variables and evaluate the impact of the 
collinearity, additional collinearity diagnostics were performed resulting in a variance inflation 
factor (VIF) of 1.935. As it is commonly acceptable to have VIF scores under 10, this result 
indicates some correlation, but not enough inflation that would warrant the exclusion of one of 
the variables. Both variables on university satisfaction and university perception were retained in 
the model.  
 Two hierarchical (also called sequential) multiple regression analyses were performed for 
each subgroup within the sample in order to determine the predictors of student academic and 
social adjustment. Conducting four separate multiple regressions and reporting the standardized 
coefficients allows a comparison between groups that vary in size and characteristics. Though 
collinearity diagnostics were performed for the entire sample size, they were again conducted for 
each transfer-type in the dataset. In addition to reviewing correlations, independent variables 
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with a VIF above the threshold of 10 were removed as that indicates additional multicollinearity. 
Laanan’s (Laanan, 1996, 2004; Laanan & Jain, 2016) model of transfer student capital informed 
the order of the independent variables in the regression analysis, though the variables included in 
each model differed based on the collinearity tests in addition to the dependent variable of 
interest.  
Hierarchical Multiple Regression Model for Academic Adjustment  
 Concurrent enrollment transfer students. The first model examined the relationship 
between the independent variables and the construct of academic adjustment for Parkland 
Pathway to Illinois transfer students. Variables were entered into four blocks of the hierarchical 
multiple regression model. The first block consisted of selected background characteristics 
including father education, mother education, gender, and underrepresented racial/ethnic groups. 
The second block of the regression analysis contained the construct of experiences within 
general education courses completed at the community college. The third block of the model 
comprised of variables related to transfer student capital. This block contained the following 
constructs: community college academic advising, interaction with community college faculty, 
perception of the community college, perception of the transfer process, and the perception of 
Pathway participation. The last block of the regression model focused on university experiences 
with the following constructs: university faculty interaction, perception of the university related 
to academics, and satisfaction with the university experience. While it is generally accepted that 
an alpha level of .05 indicates statistical significance of the independent variables on the 
outcome, due to the small sample size of Parkland Pathway to Illinois students, significance at 
the .10 level is also reported. Figure 3 provides a visualization of the updated model.  
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When examining the relationship between the independent variables and academic 
adjustment for Parkland Pathway to Illinois transfer students, the first block revealed no 
significant predictors. The second block consisting of community college experiences were also 
not statistically significant. The third block of independent variables comprising the construct of 
transfer student capital revealed that being a member of traditionally underrepresented racial 
and/or ethnic groups was significant in predicting academic adjustment (β = .580, p = .032).  
Additionally, the perception of the community college also emerged as practically significant (β 
= .525, p = .068). 
With the inclusion of the fourth block containing university experiences, mother’s 
education emerges as practically significant (β = .426, p = .050) and underrepresented racial 
and/or ethnic students remained a positive significant predictor of academic adjustment (β = 
.517, p = .049). Additionally, interaction with community college faculty became a negative 
predictor of academic adjustment (β = -.648, p = .051). Perception of the community college 
continued to remain significant (β = 1.113, p = .011). Two variables emerged as significant 
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within the fourth block: faculty interaction (β = -.737, p = .030) and satisfaction with the 
university (β = 1.190, p = .018). The adjusted R2 value of .602 indicates that 60.2% of the 
variability in the students’ perception of academic adjustment after transfer is predicted by their 
background characteristics, community college experiences, transfer capital, and experiences at 
the University of Illinois. Table 13 provides a complete presentation of the regression results.  
Table 13 
Multiple Regression of Background Characteristics, Community College Experiences, Transfer 
Capital, and University Experiences on the Perception of Academic Adjustment for Concurrent 
Enrollment Transfer Students  
Predictor – Standardized Coefficients Block 1  
β 
Block 2  
β 
Block 3  
β 
Block 4  
β 
     
Background Characteristics     
Father Education -.030 -.032 -.204 -.074 
Mother Education  .261 .261 .308 .426* 
Gender -.062 -.061 -.216 -.088 
Underrepresented Racial/Ethnic Groups .305 .304 .580** .517** 
     
Community college experiences     
Experiences in general education courses  .007 .117 .306 
     
Transfer student capital     
Academic Advising   -.467 -.199 
Interaction with CC faculty   -.342 -.648* 
Perception of the community college   .525* 1.113** 
Transfer Process   -.040 -.318 
Overall Pathway Participation   -.355 -.097 
     
University Experiences     
Faculty interaction    -.737** 
University perception: academics    -.018 
University satisfaction    1.190** 
     
R2 .126 .126 .591 .848 
Adjusted R2 -.080 -.147 .220 .602 
F .612 .461 1.591 3.439 
ΔR2  .000 .465 .257 
ΔF  .001 2.505 4.513 
*p < .10, **p < .05, ***p < .01, ****p < .001  
 
81 
 
Traditional vertical transfer students. The next regression model examined the 
relationship between the independent variables and the construct of academic adjustment for 
traditional community college transfer students. Variables were entered into four blocks of the 
hierarchical multiple regression model with the first block consisting of selected background 
characteristics including father education, mother education, gender, and underrepresented 
racial/ethnic groups. The second block of the regression analysis were focused on community 
college experiences and contained constructs related to course learning and experiences within 
general education courses. The third block of the model comprised of variables related to transfer 
student capital. This block contained the following constructs: academic advising, interaction 
with community college faculty, learning and study skills, perception of the community college, 
satisfaction with the community college experience, and perception of the transfer process. The 
last block focused on university experiences with the following constructs: course learning, 
faculty interaction, faculty perception, perception of the university experience related to 
academics, satisfaction with the university experience, transfer stigma, competition, and overall 
perception of the University. Figure 4 provides a visualization of the updated model.  
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When examining the relationship between the independent variables and academic 
adjustment for traditional community college transfer students, no background characteristics 
emerged as significant predictors of academic adjustment. The second block of community 
college constructs revealed experiences in general education courses as a significant negative 
predictor (β = -.414, p = .000). Experiences in general education courses remained a significant 
negative predictor (β = -.269, p = .018) with the introduction of the third block containing the 
Transfer Student Capital constructs. The construct of Learning and Study Skills also emerged as 
statistically significant (β = -.363, p = .005). The final block of university experiences 
maintained learning and study skills as a significant negative predictor (β = -.349, p = .009) and 
all other variables fell out of the equation as not significant. The adjusted R2 value of .130 
indicates that the model predicts 13% of the variability in the traditional transfer students’ 
perception of academic adjustment after transfer. Table 14 presents the full results of the 
regression model.  
Hierarchical Multiple Regression Model for Social Adjustment  
 Concurrent enrollment transfer students. The second set of models examines the 
relationship between the independent variables and the construct of social adjustment to the 
University for both groups of interest. The first regression analysis focused on the Parkland 
Pathway to Illinois transfer students and their perception of their social adjustment. Again, due to 
the small sample size, results are reported at an alpha level of .10. The independent variables 
were entered into four blocks of the hierarchical multiple regression model. The first block 
consisted of selected background characteristics including father education, mother education, 
gender, and underrepresented racial/ethnic groups. The second block of the regression analysis 
contained a construct reflecting the experiences in their community college general education 
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Table 14 
Multiple Regression of Background Characteristics, Community College Experiences, Transfer 
Capital, and University Experiences on the Perception of Academic Adjustment for Traditional 
Vertical Transfer Students  
Predictor – Standardized Coefficients Block 1 
β 
Block 2  
β 
Block 3  
β 
Block 4  
β 
     
Background Characteristics     
Father Education -.025 -.024 -.041 -.023 
Mother Education  .053 .008 -.024 -.027 
Gender -.019 -.020 -.015 -.036 
Underrepresented Racial/Ethnic Groups .079 .092 .022 .014 
     
Community college experiences     
Course learning  .077 .177 .059 
Experiences in general education courses  -.414*** -.269** -.235 
     
Transfer student capital     
Academic Advising   .078 .074 
Interaction with CC faculty   -.026 .020 
Perception of the community college   .088 .100 
Learning and Study skills   -.363*** -.349*** 
Satisfaction with the community college   .076 .065 
Transfer Process   .100 .139 
     
University Experiences     
Course learning    .084 
Faculty interaction    .111 
Faculty perception    .055 
University perception: academics    -.098 
University satisfaction    .044 
Transfer Stigma    -.017 
Competition    -.056 
Overall perception of the University    -.124 
     
R2 .007 .157 .216 .243 
Adjusted R2 -.019 .123 .149 .130 
F .277 4.596 3.252 2.155 
ΔR2  .150 .059 .028 
ΔF  13.143 1.765 .615 
*p < .10, **p < .05, ***p < .01, ****p < .001 
courses. The third block of the model is comprised of variables related to transfer student capital 
and contains the following: community college academic advising, satisfaction with the 
community college experience, the perception of the transfer process, and the overall thoughts on 
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Pathway participation. The last block focused on university experiences with the following 
constructs: course learning, university faculty interaction, perception of the university related to 
social opportunities/experiences, and transfer stigma. Figure 5 provides a visualization of the 
updated model. 
 
When examining the regression model by each block, the first block indicated that no 
background characteristics included were significant predictors of social adjustment. Parkland 
Pathway to Illinois students who identify as an underrepresented racial and/or ethnic group 
emerged as a positive predictor (β = .424, p = .094) with the addition of the second block of 
community college experience in general courses. The inclusion of the third block of Transfer 
Student Capital exerted a significant influence on the dependent variable. The background 
characteristics of father’s education level (β = -.527, p = .004), mother’s education level (β = 
.291, p = .055), and identifying as an underrepresented racial and/or ethnic group (β = .470, p = 
.005) proved to be significant predictors of social adjustment. Additionally, satisfaction with the 
community college emerged as a significant positive predictor (β = .412, p = .018). The transfer 
student capital block also revealed that both transfer process (β = -.771, p = .000) and overall 
Pathway participation    (β = -.344, p = .018) were negative predictors of social adjustment for 
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Parkland Pathway to Illinois students. The final block of the model maintained most of the 
predictors from the previous blocks, but did not add any new predictors. Father’s education level 
remained negatively significant (β = -.510, p = .023) while underrepresented racial and/or ethnic 
groups remained a positive predictor of social adjustment (β = .607, p = .021). The transfer 
student capital block maintained satisfaction with the community college experience as a positive 
predictor (β = .407, p = .069), while both the transfer process (β = -.790, p = .002) and overall 
Pathway participation (β = -.411, p = .041) were negative predictors of social adjustment. The 
adjusted R2 value of .657 indicates that the model predicts 65.7% of the variability in the 
Parkland Pathway transfer students’ perception of social adjustment after transfer. Table 15 
presents the full results of the regression model.  
Traditional vertical transfer students. The final regression model examined the 
relationship between the independent variables and the construct of social adjustment for 
traditional community college transfer students.  Variables were entered into four blocks of the 
hierarchical multiple regression model with the first block consisting of selected background 
characteristics including father education, mother education, gender, and underrepresented racial 
and/or ethnic groups. The second block of the regression analysis were related to community 
college experiences and contained constructs related to course learning and experiences within 
general education courses. The third block of the model comprised of variables related to transfer 
student capital. This block contained the following constructs: community college academic 
advising, interaction with community college faculty, learning and study skills, perception of the  
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Table 15 
Multiple Regression of Background Characteristics, Community College Experiences, Transfer 
Capital, and University Experiences on the Perception of Social Adjustment for Parkland 
Pathway to Illinois Students  
Predictor – Standardized Coefficients Block 1 
β 
Block 2 
β 
Block 3 
β 
Block 4 
β 
     
Background Characteristics     
Father Education -.283 -.246 -.527*** -.510** 
Mother Education  .361 .351 .291* .269 
Gender .128 .118 .016 .022 
Underrepresented Racial/Ethnic Groups .401 .424* .470*** .607** 
     
Community college experiences     
Experiences in general education courses  -.158 -.079 -.081 
     
Transfer student capital     
Academic Advising   -.092 -.262 
Satisfaction with the community college   .412** .407* 
Transfer Process   -.771**** -.790*** 
Overall Pathway Participation   -.344** -.411** 
     
University Experiences     
Course learning    .089 
Faculty interaction    .160 
University perception: social    .171 
Transfer Stigma    -.052 
     
R2 .224 .246 .851 .869 
Adjusted R2 .041 .011 .739 .657 
F 1.225 1.045 7.595 4.096 
ΔR2  .023 .604 .019 
ΔF  .479 12.141 .287 
*p < .10, **p < .05, *** p< .01, ****p < .001 
 
community college, satisfaction with the community college experience, and perception of the 
transfer process. The last block focused on university experiences with the following constructs: 
course learning, faculty interaction, faculty perception, perception of the university experience 
related to social activities, satisfaction with the university experience, and transfer stigma. Figure 
6 provides a visualization of the updated model. 
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When examining the relationship between the independent variables and social 
adjustment for traditional community college transfer students, the first block revealed that 
identifying as a member of an underrepresented racial and/or ethnic group was a positive 
predictor of social adjustment (β = .183, p = .026). When the community college constructs 
entered the model, social adjustment was still predicted by race/ethnicity (β = .190, p = .019) and 
experiences in general education courses emerged as a negative predictor (β = -.229, p = .009). 
After the third block containing the Transfer Student Capital constructs were entered, only race 
and/or ethnicity remained as a significant predictor of social adjustment in the model (β = .185, p 
= .028). The final block of university experiences maintained race/ethnicity as a significant 
positive predictor (β = .139, p = .047). Three additional constructs emerged as strong predictors: 
perception of university social opportunities (β = .322, p = .000), overall satisfaction with the 
University (β = -.353, p = .000), and transfer stigma (β = .226, p = .002). The adjusted R2 value 
of .381 indicates that the model predicts 38.1% of the variability in the students’ perception of 
social adjustment after transfer. Table 16 presents the full results of the regression model.  
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Table 16 
Multiple Regression of Background Characteristics, Community College Experiences, Transfer 
Capital, and University Experiences on the Perception of Social Adjustment for Traditional 
Transfer Students  
Predictor – Standardized Coefficients Block 1 
β 
Block 2 
β 
Block 3 
β 
Block 4 
β 
     
Background Characteristics     
Father Education -.001 .001 .004 .030 
Mother Education  -.003 -.029 -.019 -.036 
Gender .094 .094 .052 -.044 
Underrepresented Racial/Ethnic Groups .183** .190** .185** .139** 
     
Community college experiences     
Course learning  .036 .074 .053 
Experiences in general education courses  -.229*** -.115 -.128 
     
Transfer student capital     
Academic Advising   -.091 -.112 
Interaction with CC faculty   -.036 -.117 
Learning and study skills   -.152 -.016 
Perception of the community college   .137 .048 
Satisfaction with the community college   -.104 .006 
Transfer Process   -.102 -.076 
     
University Experiences     
Course learning    -.006 
Faculty interaction    -.070 
Perception of faculty    .131 
University perception: social    .322**** 
University satisfaction    -.353**** 
Transfer Stigma    .226*** 
     
R2 .042 .089 .142 .454 
Adjusted R2 .017 .052 .070 .381 
F 1.664 2.411 1.961 6.273 
ΔR2  .047 .053 .311 
ΔF  3.783 1.465 12.922 
*p < .10, **p < .05, ***p < .01, ****p < .001  
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Qualitative Results 
Academic Adjustment 
Open-ended responses related to academic adjustment were limited. Responses focused 
on the smaller class sizes and the availability of faculty at their community college. Survey 
respondents also elected to use the open-ended questions to comment on the courses they 
completed at their community college. Two overarching themes emerged where students did not 
feel adequately prepared for their University coursework due to either the rigor or availability of 
the foundational courses completed at their first institution: 
U of I is so much harder than my community college given that it is a research institution. 
I was not prepared for the science and math portion of my degree and because of that, I 
am behind in my major at U of I. (Traditional vertical transfer student) 
I had a great time at [at my previous institution] and got great grades, but when 
transferring I felt that I was somewhat behind my peers at the same level. Being premed, 
I wasn’t able to take all of the science classes necessary in order to take the MCAT as a 
junior, which is upsetting. (Traditional vertical transfer student) 
One Parkland Pathway to Illinois student echoed these sentiments: “I do my best to hold 
very high academic standards so I was disappointed in the quality and intensity in some of the 
core classes.” Additionally, the articulation and acceptance of community college coursework 
was also stated as a barrier to academic adjustment as traditional transfer students expected to 
meet requirements to place into higher-level courses, and instead found that they had to retake 
courses with first-year students (which then affected their social adjustment).  
Pre- and post-transfer academic advising was also an indicator of the adjustment for both 
groups of transfer students. Prior to transferring, one Pathway student indicated that their 
community college advisor was not helpful in planning courses for their transfer, so they relied 
on a University pre-admissions transfer advisor to ensure that they were on the right track to 
meet admission requirements. After transfer, the structure of academic advising at the University 
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affected the adjustment of many traditional transfer students. One student described feeling as if 
they were “thrown in” and are now attempting to plan their courses to meet graduation 
requirements on their own and without support. Another student echoed the sentiment stating 
that since there is no advisor dedicated to continuing transfer students, they do not know with 
whom to talk.  
Social Adjustment  
The present study used a condensed version of the L-TSQ that focused on specific 
experiences that impact academic and social adjustment. In condensing the L-TSQ, questions 
related to living experiences, involvement, and the institutional climate for transfer students were 
not included. Survey respondents used the open response sections to identify additional 
experiences that affected their adjustment after transfer.  
Living experiences. Several students indicated that their living arrangements have 
influenced their social adjustment to the University. Many indicated that roommates provided 
entry into friend-groups that had already been formed. One traditional transfer student elected to 
live in an upper-level residence hall with juniors and seniors, but found that the residents were 
not very social and wished that they had elected to live in a lower-level residence hall in the 
hopes of having increased social opportunities. Similarly, many traditional vertical transfer 
students stated that they live in off-campus housing which negatively affected their perceived 
opportunities for engagement. In support, one Pathway student attributed their successful social 
adjustment to living in a residence hall their first year in the program. Conversely, another 
Pathway participant indicated that the freedoms associated with living on their own allowed for 
increased social opportunities that may have hindered their academic adjustment.   
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Involvement. Both informal and formal involvement emerged as themes in the 
qualitative data analysis. One Parkland Pathway to Illinois transfer student found that joining a 
registered student organization (RSO) while being dually enrolled assisted in making social 
connections to the University. Many traditional transfers indicated that it was challenging to join 
RSO as juniors – especially when they were still learning how to navigate the University and the 
expectations of their major. A traditional transfer student majoring in Advertising joined a 
prominent RSO only to find that they still felt alienated:  
Even when I joined AAF [American Advertising Federation] I initially felt like I didn’t 
belong because very few approached me or talked to me at social events. That has since 
changed, I feel a bit more welcome in AAF, but initially it was painfully obvious that I 
didn’t belong. I still feel like an outsider in most social situations here on campus and out 
at social events. In spite of this, I’ve just decided to embrace the idea of being an 
outsider. 
 
 Additionally, respondents indicated that the prominence of Greek fraternity and sorority 
affiliations affected social adjustment. A traditional vertical transfer student made the direct 
statement that if you are not affiliated with Greek life, no one will socialize with you. However, 
another student stated that you do not need to participate in a fraternity or sorority to make 
friends – but it would be easier if you did.  
Campus climate. Traditional vertical transfer students indicated that their social 
adjustment was impacted by how welcome they felt at the University of Illinois - themes of 
feeling invisible and not valued as a student emerged, “I feel like transfer facilities are lacking on 
campus. The transfer community is either hard to find or non-existent…U of I needs to make 
transfer students feel better about being here.” Another traditional transfer student echoed these 
thoughts: 
I have no complaints against my experience as being a transfer student at the University 
of Illinois but I would say I wished the school would acknowledge us more because I 
know the focus is more on the freshman when a new school year starts but I do feel like 
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we too are nervous "freshman" and need ways to meet other transfer rather than being 
surround (sic) by a huge amount of younger students. 
 
Parkland Pathway to Illinois Participation 
 Several students who transferred through the Parkland Pathway to Illinois program 
utilized the survey to provide feedback on the program. Many students commented that the 
program helped in making their college experience more affordable through lower tuition at the 
community college and reduced tuition at the University of Illinois: “I believe my community 
college, Parkland, was the best option for my collegiate education course. It prepared me for the 
University of Illinois while allowing me to save a whole bunch of money in the process.” 
 Living in the Parkland College district was attributed to being the success factor for one 
student: 
I think the most important factor of my transfer is that I was born and raised in 
Champaign. That being the case, and with my parents having worked for the university, I 
found that it was a much less intimidating institution than perhaps it otherwise would 
have been. I don't know for sure how I would have reacted had that not been the case, but 
I may very well have not flourished in the university setting if I was not raised in it. 
 
One former Parkland Pathway to Illinois student used the survey to provide overall 
feedback on the program itself: 
Parkland Pathways is the best thing that ever happened to me. The program is ideally 
designed and is terrific at helping students feel as if they belong and helps them to have 
all the tools they need to succeed. Please don't ever let the Pathways program die off, it is 
entirely essential, and I am actively encouraging my three younger siblings to consider it.  
 
Summary 
 Chapter 4 provided the results of the descriptive and multivariate statistical procedures 
conducted for the present study. Additionally, qualitative data was used as a less dominant 
method to provide depth to the quantitative results. Both quantitative and qualitative data were 
examined in relation to the hypothesis and research questions presented in Chapter 3. 
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Additionally qualitative emergent themes related to adjustment were also presented. Research 
question 1 asked if the perception of academic and social adjustment differed between traditional 
vertical transfer students and those that transferred after completing a concurrent enrollment 
program. This research question was answered through a t-test, which allowed for the 
comparison of the means for the social and academic adjustment constructs.  
The second research question asked what background characteristics, community college 
factors, and university factors best predicted positive academic and social adjustment to the 
University for concurrent enrollment students specifically. This research question was answered 
through multiple regression and an analysis of open-ended survey responses. The results of the 
regression analysis for concurrent enrollment transfer students on academic adjustment indicated 
that having a mother who has attended college was a positive predictor. Additionally, identifying 
as a member of an underrepresented racial and/or ethnic group was also a positive predictor of 
academic adjustment. Transfer student capital as measured by the perception of the community 
college experience was a significant positive predictor of academic adjustment. Interaction with 
community college faculty, though not a strong predictor, was a negative influence on academic 
adjustment. Finally, satisfaction with the university experience was a significant positive 
predictor of academic adjustment while interaction with university faculty was indicated to be a 
negative predictor of academic adjustment for concurrent enrollment transfer students.  
Open-ended responses provided throughout the chapter reflect the perceived differences 
between faculty at the community college and those at the university. One Pathway transfer 
student indicated that they had made a close friendship with at least one of their community 
college faculty members, but did not feel that close relationship would happen with a university 
faculty member. Another Pathway student countered the thought that university faculty were less 
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approachable – they opined that other students assume that faculty were less student focused due 
to class sizes and the differing missions of the institutions. Finally, Parkland Pathway to Illinois 
students indicated that their academic adjustment was also positively influenced through the 
structure of the program. Several students stated that taking courses in their major at the 
University of Illinois was helpful as was the opportunity for university-based research. One 
Pathway respondent indicated that the flexibility and overall coordination within the program 
affected their academic adjustment.  
Research question 2 also asked how background, community, and university 
characteristics positively influenced the social adjustment of concurrent enrollment transfer 
students to the University of Illinois. Once again, multiple regression was used to identify 
statistically significant factors with qualitative analysis of text responses providing additional 
depth. Social adjustment was indicated to be positively impacted by membership in an 
underrepresented racial and/or ethnic group while father’s education level emerged as a negative 
predictor of social adjustment. Satisfaction with the community college experience was the lone 
positive predictor of social adjustment in the transfer student capital block while both the transfer 
process and overall participation in the Pathway program were significant negative predictors. 
No University factors emerged as significant in this analysis, though the inclusion of this block 
reduced the impact of satisfaction with the community college experience in the overall equation. 
Qualitative analysis provided additional data beyond the questions asked in the modified 
L-TSQ. Respondents indicated that participation in formal social groups aided in their 
adjustment – specifically registered student organizations and Greek organizations. Another 
Pathway student connected the personal freedoms associated with moving out of their parents’ 
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home to their social adjustment to campus, but also acknowledged that their struggle to balance 
increased social opportunities may have impacted their academic adjustment.  
The third and final research question focused on the construct of transfer student capital 
and to what extent it influences academic and social adjustment for both groups of interest. It 
was hypothesized that students who transferred after participating in the Parkland Pathway to 
Illinois concurrent enrollment program would have more transfer student capital accumulated 
through their experiences, which would positively affect their adjustment to the University. Both 
academic and social adjustment were analyzed through the multiple regression analyses. Results 
indicate that the perception of the community college, one aspect of transfer student capital, was 
a significant predictor of academic adjustment for Parkland Pathway to Illinois students. All 
other constructs in the model are negative predictors with community college faculty interaction 
as a significant negative predictor. The perception of social adjustment as measured by transfer 
student capital for Parkland Pathway to Illinois students found satisfaction with the community 
college experience as a significant positive predictor. All other constructs contained within the 
transfer student capital independent variable were negative predictors with transfer process and 
overall pathway participation being significant negative predictors.  
Analyzing transfer student capital for the traditional vertical transfer student group, the 
learning and study skills acquired at their two-year institution was a significant negative 
predictor of academic adjustment. All other variables in this construct were positive, but not 
significant. Social adjustment for traditional transfer students as measured by transfer student 
capital contained no significant factors within the construct. Overall, while the sample size is 
small for Parkland Pathway to Illinois students, these results suggest that transfer student capital 
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is positively associated with academic adjustment, but has no significant impact on social 
adjustment.  
Finally, emergent themes not directly discussed in the L-TSQ and related to student 
adjustment were provided. Survey respondents noted that their social and academic adjustment 
was impacted by their living arrangements, formal and informal involvement, as well as the 
campus climate. The implications of the results identified in this chapter are discussed in Chapter 
5.   
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CHAPTER 5 – DISCUSSION OF RESULTS, IMPLICATIONS FOR RESEARCH, 
POLICY AND PRACTICE 
Purpose and Significance of the Study 
 Over the past decade, the body of scholarly research on concurrent enrollment has grown. 
However, the research has primarily used national data sets to estimate the impact concurrent 
enrollment has had on persistence and graduation from the four-year institution. Unfortunately, 
the research could not delineate how a student was co-enrolling beyond the primary type of 
institution (i.e. two- or four-year) and the semesters enrolled. No study has advanced the research 
to investigate a structured concurrent enrollment program and its impact on the participants’ 
perception of academic and social adjustment after they are enrolled full-time at their transfer 
institution. This study contributed to the current body of literature by making an effort to identify 
the background characteristics, community college experiences, and university experiences that 
affect the academic and social adjustment of concurrent enrollment program participants. To this 
end, the study applied a thoroughly vetted and tested instrument to measure the psychosocial 
aspects of adjustment to the four-year institution. This study is important to any higher education 
institution that has in place, or is considering establishing, a structured concurrent enrollment 
program. Additionally, transfer scholars will find the results compelling as they continue to 
identify the unique experiences transfer students have in their transition and adjustment both 
during the transfer process and after.   
 The purpose of this study was to compare the perception of academic and social 
adjustment of students who transferred through a concurrent enrollment program with those that 
were traditional vertical transfers to the University of Illinois. Through this comparison, the 
factors that positively influenced academic and social adjustment were identified. To accomplish 
this, the study used a condensed version of the Laanan-Transfer Students’ Questionnaire (L-
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TSQ) which was designed to measure for the psychosocial complexities of the community 
college transfer experience (Laanan, 2004; Laanan & Jain, 2016). The L-TSQ measures the 
influence of student background characteristics, community college experiences, and university 
experiences on the adjustment of transfer students to their four-year institution.  
The conceptual framework for this study relied on the construct of transfer student capital 
as defined by Laanan (2004). Transfer student capital is the synthesis of several theories: 
Pascarella’s (1985) theory of student learning and development, human capital theory as 
developed by Becker (1993), and Hagedorn et al.'s, (2008) conception of transfer as an indicator 
of student retention in higher education (Laanan et al., 2010). Transfer student capital takes into 
consideration the skills and knowledge community college transfer students accumulate through 
the experiences and interactions at the two-year institution. This capital can be helpful in 
adjusting to their transfer institution.  
The data for the present study came from an online questionnaire completed by 
community college transfers who were enrolled at the University of Illinois during the fall 2017 
term. The sample was restricted to students who were between 18 and 24 years old and 
registered for 12 credit hours or more at the University. The survey was distributed via email to 
974 students of which 195 completed the survey in full. The sample contained 168 traditional 
vertical transfers and 27 concurrent enrollment transfer students.  
As outlined in Chapter 3, a dominant/less-dominant design was used to provide both 
quantitative and qualitative analysis. Descriptive statistics about the sample and t-tests were used 
to compare the community college transfer students across transfer type. Additionally, multiple 
regression was used to address the relationship between background characteristics, community 
college experiences, and university experiences, while all other variables were controlled. The 
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multiple regression analysis was also used to measure the influence of transfer student capital on 
the dependent variables. Qualitative data analysis was also employed to provide voice to the 
concurrent enrollment students in the study. While some themes were literature-driven, emergent 
themes were not ignored and presented in the results.   
This chapter discusses the findings of the previous chapter and then puts those findings in 
context. The chapter concludes with implications for future research, policy, and practice.  
Discussion of Results 
Descriptive Analysis of the Sample 
 The present study revealed that concurrent enrollment transfer students were not 
drastically different from their traditional vertical transfer peers on most of the measures. As the 
University of Illinois does not publish the demographics and/or background characteristics of 
students who participate in the Parkland Pathway to Illinois program, comparisons are made to 
the makeup of the comparison group and to the campus population as a whole.  
Concurrent enrollment male students were represented at a higher rate than traditional 
transfer students (55.6% vs. 42.9%) were. Additionally, while white students were predominant 
in both transfer groups, the concurrent enrollment group had a higher percentage at 74.1% versus 
63.7% in the traditional transfer group. Students identifying as an underrepresented racial and/or 
ethnic group were not statistically different in the sample with about 23% in the concurrent 
enrollment subgroup and 34% in the traditional transfer group. This result was comparable to the 
full University of Illinois enrollment of underrepresented students at 28.8%.  
However, it is important to note how significantly different the racial and ethnic 
composition of those who participated in the present study are from community college 
enrollment nationwide and within the State of Illinois. Fall 2014 community college enrollment 
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research by College Board reports that 5% of Asian students, 14% of Black students, and 22% of 
Hispanic students are enrolled at a public two-year institution (Ma & Baum, 2016). 
Comparatively, the student body of public four-year institutions nationwide were comprised of 
7% Asian, 11% Black, and 13% Hispanic (Ma & Baum, 2016). The State of Illinois reports that 
42% of enrolled students at two-year institutions are Asian, Black, and/or Hispanic/Latino 
(Illinois Community College Board, 2016). More specifically student enrollment included 4.85% 
Asian, 0.51% Native American, 14.08% African American, 22.31% Latino (Illinois Community 
College Board, 2016).  
The majority of respondents indicated that they transferred to the University at the 
beginning of the fall semester and in 2017. As the L-TSQ asks respondents to refer back to their 
experiences at their community college when completing the survey, having all participants in 
their first full-terms at the university reduces errors in memory recall. While the number of credit 
hours earned prior to transferring was not statistically different as 76% of Parkland Pathway 
students earned 60 credit hours or more compared to 86% of the traditional transfer group, there 
was a significant difference in associate degrees earned. The traditional transfer group reported 
that 60.7% had earned their degree while only 25.9% of the Pathway group had the degree 
conferred. Prior literature has shown that students who transfer after earning an associate’s 
degree are more likely to be successful after they transfer and earn the baccalaureate degree 
(Adelman, 2006). However, as the Pathway program is designed for students to transfer before 
earning their 2-year degree, the effect of earning the associate degree prior to transferring was 
not measured for academic or social adjustment. 
Finally, there were no statistical differences between the transfer groups in relation to 
parental education levels. Both transfer groups reported that their parents had earned some 
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college credit at approximately the same rate. However, parental income was statistically 
different in that over 90% of Pathway students reported that their parents make over $60,000 
annually while only 60% of traditional transfer students estimated the same. While parental 
income was not included in the regression analysis as parental education and family income are 
highly correlated, it is important to note that this discrepancy may affect academic and social 
adjustment. As the United States higher education system is stratified into two- and four-year 
institutions, many view community colleges as institutions that are lesser than the baccalaureate-
granting institutions. For students with higher socioeconomic standing transferring to a highly 
selective institution, there may be some embarrassment or shame in identifying as a community 
college transfer student, which may affect their overall adjustment.   
Community College Versus University Experiences 
 The L-TSQ was designed to ask about higher-level academic behaviors (e.g. detailed note 
taking, integrating ideas, and thinking about practical applications of the material) performed in 
addition to the perception of faculty access at the community college and the university. While 
not a specific research question, the comparison of these data can provide insight into the level of 
academic engagement for each transfer type.  
Course learning experiences. Overall, students indicated that they performed these 
behaviors more often at the University than at their previous institutions. Specifically, results 
from the full sample indicate that detailed note taking, critical thinking, and practical application 
of the course material were performed at a statistically significant higher rate at the University. 
Parkland Pathway to Illinois students, however, only performed one course learning behavior at 
a statistically significant different rate: thought about practical applications of the material. The 
overall significant results could indicate a disconnect with the general education courses at the 
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community college. It may also reflect that once students enter into their major courses at the 
university, that they must engage with the material deeper and in different ways than they had 
previously. However, as concurrent enrollment students do not perform these behaviors at a 
significantly different rate between institutions, it could suggest that the concurrent enrollment 
program allows for the transference of these behaviors between institutions.  
 Faculty engagement. Both Parkland Pathway to Illinois and traditional vertical transfer 
students indicated that they engaged informally and formally with faculty more often at their 
community college than at the University. Specifically, all students indicated that they were 
more likely to ask their community college faculty member for critical feedback on assignments 
and talk formally with them after class or informally outside of the classroom. Pathway students 
differed from the traditional vertical transfer students in that Pathway students talked with 
university faculty more often about the students’ future careers and ambitions. Given that 
Parkland Pathway to Illinois students get access to university faculty beginning their first 
semester, it was expected that this particular group would feel comfortable participating in 
formal and informal interactions at both institutions. However, it may speak to the roles that 
faculty play. Students may see the university faculty as a connection to research opportunities, 
internships, future employment, and/or graduate school – so interactions could occur at a more 
professional level. This concept was echoed from a Pathway student who said that faculty are not 
unapproachable; it is just that students assume the faculty is unavailable due to their research. 
Making interactions more formal and tied to future careers and research opportunities may give 
students increased confidence to approach faculty. If university faculty would like to form deeper 
bonds and increase student engagement in the classroom, it would require a shift in pedagogy at 
the University to one where teaching is the primary focus.  
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Means Analysis 
  The first research question asked if there was a difference in the perception of 
adjustment between concurrent enrollment transfer students and traditional vertical transfer 
students. The result of the t-test measuring the construct of Academic Adjustment indicated that 
there was a significant difference between Parkland Pathway to Illinois students and traditional 
vertical transfer students, with Pathway students having lower levels of perceived academic 
adjustment. However, comparison of the means for social adjustment did not indicate a 
significant difference between the two groups. Given the small sample size of Pathway students, 
an effect size analysis indicated that there was a medium effect and the results from the social 
adjustment means analysis should not be ignored, but instead deemed inconclusive. The 
following sections discuss the findings from additional means testing. 
Academic Adjustment 
Academic advising. Parkland Pathway to Illinois students reported meeting with their 
community college advisors more often than traditional vertical transfer students. It may be the 
case that Pathway students need more advice or direction from their advisors in order to navigate 
the program with its different requirements and expectations. Additionally, Pathway students 
also indicated that they met with a University of Illinois advisor more often than traditional 
vertical transfer students did. Given the proximity to the University of Illinois, this result makes 
sense – however, its impact on academic adjustment is unclear. In meeting with their advisors 
more often, Pathway students could be limiting their development of the skills necessary to make 
a successful adjustment to campus as they are relying on their academic advisors for more 
information or to be problem-solvers. Specifically regarding University of Illinois advising, the 
Pathway program is designed with one advisor in each college and, once a participant transfers, 
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they are then assigned to a different advisor within their program. This academic advising 
structure could eliminate any personal or professional relationship established through the 
program, and students feel adrift after the program ends and they become full-time students. 
These findings echo previous research on the negative impact of academic advising on 
adjustment (Laanan, 2007). It would benefit institution administrators to review advising 
structures and techniques for concurrent enrollment transfer students. 
Social Adjustment 
Alienation. Parkland Pathway to Illinois students reported statistically significant higher 
levels of alienation at the University than traditional vertical transfer students. As students in the 
Pathway program have the opportunity to live on campus, participate in registered student 
organizations, and interact with other students on campus, this finding was surprising. These 
feelings of alienation mirrors Owens’ (2010) findings where study participants had difficulty 
getting answers to their questions and perceived the university as being uncaring. One 
explanation for this finding could be that concurrent enrollment students are treating their 
University of Illinois experience like a commuter campus where they attend their classes and 
then leave. Failure to establish informal and formal connections to the university affects their 
social adjustment. However, as Deil-Amen (2011) and Townsend and Wilson (2009) indicate: 
academic and social adjustment may be significantly intertwined and separating the experiences 
may not make sense for community college transfer students. Additional research should be done 
on what attempts at formal and informal socio-academic interactions impact the perception of 
adjustment. This research should be sure to ensure both behavior (i.e. participation or non-
participation) and perceptions (i.e. it is difficult to make friends) are measured.   
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It is also possible that the design of the Pathway program contributes to the sense of 
alienation after transfer. Participation in the Pathway program requires advisor check-ins in 
addition to Pathway-specific newsletters and transfer application workshops. However, once 
Pathway students transfer and are full-time at the University, the frequency of interaction ends. A 
vacuum may be created once the transfer process is completed and could add to the perception of 
alienation at the University. The desire for personal attention after transfer can negatively affect 
social adjustment (Owens, 2010). It would be beneficial for those who have created, or are 
creating, structured concurrent programs to have a continuum of coordinated advising between 
advising staff so that participants are supported throughout the program and after transfer.  
Regression Analysis 
 The second research question focused on using regression analysis to estimate the role 
background characteristics, community college experiences, and university experiences have on 
the academic and social adjustment of concurrent enrollment transfer students. Additionally, the 
final research question focused on the impact of transfer student capital (TSC) on the perception 
of adjustment. As transfer student capital was the framework through which this study was 
designed, the multiple regression results are presented through the TSC lens.  
 It was hypothesized that students who transfer after completing the Parkland Pathway to 
Illinois program would have more transfer capital, which would increase their perception of 
academic and social adjustment. In order to measure the influence of transfer student capital on 
this population of students, constructs that withstood collinearity diagnostics were entered into 
the individual regression models based on dependent variable. Based on the regression analysis, 
the hypothesis held for the perception of academic adjustment, but was not significant for social 
adjustment.  
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Academic Adjustment  
Two significant predictors of academic adjustment to the University for Parkland 
Pathway to Illinois students illustrate the impact of transfer student capital (i.e., interaction with 
community college faculty and perception of the community college). Faculty interaction was a 
negative predictor of academic adjustment. This indicates that the more connected Pathway 
students feel with faculty at Parkland College, the less adjusted they are academically after 
transferring. Student responses echoed the same findings in that significant positive connections 
were made with Parkland College faculty.  
Conversely, the perception of the community college experience was a significant 
positive predictor of academic adjustment. This particular construct was composed of three 
statements: (1) I would recommend my former community college to others, (2) my community 
college was an intellectually stimulating and often exciting place to be, and (3) if I could start 
over again, I would still attend my community college. Taking these two significant findings 
together, one explanation could be that students that had positive experiences at their community 
college will feel more prepared academically at their transfer institution. Students who interact 
more frequently with community college faculty may want that connection at the university and 
not feel academically adjusted without it. One Pathway student alluded to this in saying that they 
had formed friendships with the Parkland faculty, but do not see the same happening at the 
University. These findings are worth additional examination with focus on how frequency, level 
of interaction, and expectations of the faculty-student relationship may impact satisfaction with 
the community college.  
Beyond transfer capital, several other factors emerged as significant predictors of 
academic adjustment for concurrent enrollment transfer students. First, maternal education 
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beyond high school increased academic adjustment and paternal education was not significant in 
the equation. Knowing if an incoming concurrent enrollment student is a first generation college 
student can inform institutional efforts in supporting their adjustment. Positive academic 
adjustment for concurrent enrollment transfer students is also predicted if they identify as a 
member of an underrepresented racial and/or ethnic group. As this study was limited in scope, 
the impact of participating in a concurrent enrollment program for students of color should be 
more thoroughly analyzed in order to gain deeper understanding of what parts of the program 
positively affects academic adjustment. More specifically, though few participants were students 
of color, it would benefit institutions to learn if early access to the university, interacting with 
faculty, or some other programmatic aspect that positively influences  their academic adjustment.  
Two university factors were significant in this analysis: faculty interaction and university 
satisfaction. Faculty interaction was a negative predictor of academic adjustment, which may be 
explained through the connection to community college faculty: higher connection resulted in 
less perceived academic adjustment. University satisfaction was a positive predictor of academic 
adjustment. For students that were overall satisfied with the quality of instruction, major courses, 
sense of community, and interactions with other students at the University, they felt more 
adjusted to the academic expectations after transfer.  
Social adjustment  
Three significant predictors of social adjustment to the University for Parkland Pathway 
to Illinois students evidenced the impact of transfer student capital: satisfaction with the 
community college experience, the transfer process, and overall Pathway participation. 
Satisfaction with the community college experience was a positive predictor of social 
adjustment. This suggests that students who would recommend their previous institution and 
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found their community college an exciting and stimulating place are more socially adjusted to 
the university.  
The transfer process was a significant negative predictor of social adjustment to the 
University. The foundation of the transfer process construct was on the research students did on 
the university prior to transferring. As Parkland Pathway to Illinois program students work with 
advisors and have access to admissions and other departmental offices, this finding was 
unexpected. One possible explanation could be that students were not actively researching 
information on transferring as their participation in the Pathway program provided all relevant 
admissions information through the advising structure. Finally, overall Pathway participation 
was also a negative predictor of social adjustment in the full regression model. This particular 
construct asked if participants felt like the Pathway program helped them feel like a part of 
campus prior to attending full-time. This finding was also surprising, but is aligned with Pathway 
feelings of alienation found in previous analyses.  
Beyond transfer capital, several other factors emerged as significant predictors of social 
adjustment. First, paternal education beyond high school negatively influences social adjustment. 
Positive academic adjustment for concurrent enrollment transfer students is also predicted if they 
identify as a member of an underrepresented racial and/or ethnic group. Again, as this study was 
limited in its scope, this finding should be more thoroughly explored. With additional analysis, it 
may be possible to identify which known or unknown variables influence their positive 
perception of social adjustment. More specifically, it would benefit institutions to learn if it is 
living arrangements, participation in registered student organizations, or utilizing space in 
cultural centers (to name a few possibilities) that make the most impact. No university factors 
were significant in this block of the analysis. However, the addition of the last block of the 
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sequential model containing university factors, the impact of father’s education lessened and 
increased the influence of identifying as a member of an underrepresented racial and/or ethnic 
group. 
Reflection on the results of the analyses has contributed to the reconsideration of the 
previous concept maps used in this study. Previous research utilized conceptual models that 
acted as flow charts where one variable influenced the next, then that variable impacted the next, 
and so forth. As community college experiences influence the accumulation of transfer capital 
and university experiences, it is important to view these items together - especially in 
consideration of background characteristics and concurrent enrollment experiences. The 
accumulation of knowledge is missing from these previous models. Every one of these variables 
can affect academic and social adjustment at the receiving institution and the interaction of 
variables must be considered. Figure 7 presents the visualization.  
Figure 7: Re-conceptualization of concept map for concurrent enrollment transfer students.  
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Summary of Results 
 This study investigated the influence select factors had on the academic and social 
adjustment for transfer students who had participated in a concurrent enrollment program and 
were now full-time at their transfer institution. The statistical analysis indicated that adjustment 
is complex – even for students who had been concurrently enrolled at the four-year institution 
prior to transferring. Several constructs were significant for positive academic adjustment for 
concurrent enrollment transfer students: mother’s education beyond high school, identifying as 
an underrepresented racial and/or ethnic group, perception of the community college, and 
satisfaction with the university experience. Two constructs were negative predictors of academic 
adjustment for concurrent enrollment students: interaction with community college faculty and 
interaction with University faculty. In general, concurrent enrollment transfer students were 
found to perceive themselves as less academically adjusted than their traditional vertical transfer 
peers.  
While social adjustment was not statistically different between the two groups, the effect 
size indicated that the result should not be ignored. The decision to include this result is 
underscored by the additional level of t-tests performed on each of the constructs, which 
indicated that Parkland Pathway students felt alienated at the University of Illinois after 
transferring. Two constructs were significant positive predictors of social adjustment: identifying 
as a member of an underrepresented racial and/or ethnic group and satisfaction with the 
community college experience. Several constructs were identified as negative predictors of social 
adjustment for the population of interest: father’s education beyond college, the transfer process, 
and overall Pathway participation.  
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Transfer student capital, the accumulation of knowledge used to navigate the transfer 
process, was also a focal point in this analysis. Many factors within the construct of the transfer 
process were highly correlated which made exact comparisons between the two transfer groups 
impossible. However, TSC proved to be a positive predictor of academic adjustment and not a 
significant positive predictor of social adjustment for concurrent enrollment transfer students. 
Transfer student capital was not a significant positive predictor for either forms of adjustment 
when analyzed for traditional vertical transfer students.  
Participants that identified as a member of an underrepresented racial and/or ethnic group 
were positively impacted by this particular concurrent enrollment program. While this study did 
not explicitly focus on the structural inequities of the American higher education system or the 
role of the community college as a gateway to postsecondary education and opportunities for 
social mobility, this finding is significant for this group of students. Given that the University of 
Illinois is a primarily white institution and students of color have indicated that they do not feel 
comfortable socially or academically on campus (Harwood, Choi, Orozco, Huntt, & Mendenhall, 
2015), the features within this program must be further examined. Particular attention should be 
given to the advising structure of the program as previous research indicated that high contact 
advising supports the social adjustment of underrepresented groups (Hagedorn, 2010).   
Implications for Practice and Policy 
 The findings presented in this study provide a more nuanced picture of the perception of 
academic and social adjustment for a specific structured concurrent enrollment program. The 
statistical analysis indicates that students transferring after participating in the Parkland Pathway 
to Illinois program do not perceive themselves as adjusted both academically and socially when 
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compared to other community college transfer students. These findings have practical 
implications for administrators, faculty, and staff at both two- and four-year institutions.  
From an institutional policy perspective, several implications emerged from the present 
study. First, the role faculty play in academic adjustment proved significant. As concurrent 
enrollment students may be disappointed in the level of engagement they have with university 
faculty, University faculty should endeavor to engage transfer students through their teaching 
and providing socio-academic integration opportunities. Additionally, considering the impact of 
experiences with community college general education courses coupled with the feelings of not 
being in line with their peers after transfer, this research could also encourage faculty 
collaboration across institutions. As students tended to use higher-level academic behaviors at 
the University, being intentional in the development and incorporation of these at the community 
college may help students feel more prepared for the expectations at the university.   
 Further, a coordinated and an extended orientation to concurrent enrollment programs 
could also provide the opportunity for collaborative cross-institutional partnerships in order to 
increase transfer student capital and support both community college and university satisfaction. 
Through a first year experience course offered at the community college, concurrent enrollment 
participants could visit the university admissions office and learn more about resources available 
to them at both institutions. The subsequent semester could offer social events for current 
students to meet former program participants who have already transferred: This would build 
both social connections and transfer student capital. Then, when students transfer, an intentional 
handoff between the primary college advisor to the major/program advisor could set the 
foundation for a positive advising relationship.  
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 Finally, and arguably the most salient implication for policy and practice, the four-year 
institutional neglect of transfer students must not be ignored. Programs established to provide 
participants with academic and social opportunities must not only be intentional in their design, 
but must also be supported through policy. As this study demonstrated, Parkland Pathway to 
Illinois students feel alienated as they are stuck between two campuses with limited adjustment 
at their transfer institution. Traditional vertical transfer students articulated what Pathway 
students may feel: they are invisible on a campus that is focused on freshmen students. Transfer-
friendly policy must be enacted at selective institutions, as the notion of a “traditional” path 
through higher education becomes an increasingly rare occurrence.  
The focus must shift away from bachelor’s degree completion rates and turn to how 
transfer programs can be leveraged to positively impact social and academic adjustment for 
concurrent enrollment participants. To this end, it is the university’s responsibility to reduce or 
eliminate barriers to academic and social adjustment by establishing a transfer receptive culture. 
A transfer receptive culture recognizes the value of transfer students as more than just backfill 
for freshmen attrition rates and “acknowledges the lived experiences that students bring to 
campus” (Jain, Herrera, Bernal, & Solorzano, 2011, p. 260). Creating and nurturing a transfer 
receptive culture requires the receiving institution to have both pre- and post-transfer efforts in 
place to in order to ensure access, persistence, and graduation of transfer students (Herrera & 
Jain, 2013). Failure to make this culture-shift will continue to limit access for many prospective 
students and stunt the institutional connections for those that do overcome admission hurdles. 
This shift goes beyond the optics of getting students into the institution by establishing transfer 
and concurrent enrollment programs to ensuring that appropriate and supportive frameworks are 
in place to assist transfer students in getting through the institution.  
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Recommendations for Future Research 
 As higher education partnerships continue to make permanent the paths that transfer 
students have already worn between their two- and four-year institutions, the research in the 
present study provides insight into the expectations and realizations of structured concurrent 
enrollment participants. Future researchers would benefit by using the same transfer student 
capital framework at their institutions and with their own student body in order to measure the 
generalizability of the results to other concurrent enrollment programs.  
 With this, however, the accumulation of TSC through concurrent enrollment should also 
be studied in different ways. Future researchers should consider a longitudinal design measuring 
academic and social adjustment throughout concurrent enrollment programs. These results could 
be compared with the perception of adjustment for students who began at the institution as 
freshmen and are now entering their junior year. This level of analysis can compare students that 
began in the same semester as first-time students and can lead to more insight into the specifics 
of the adjustment process and concurrent enrollment participants as a whole.  
Additionally, studies implementing mixed-methods research design will also contribute 
to the discussion of concurrent enrollment transfer student adjustment. Though this study 
employed a qualitative aspect, it could not provide the depth or integration of data that a case 
study or focus group interviews could. Future research should continue to expand on 
opportunities for program participants to give depth and texture to their experiences through their 
own words. 
 Further research should also consider the appropriateness of the L-TSQ and the transfer 
student capital framework in measuring the adjustment of concurrent enrollment transfer 
students. As these students are moving through both institutions often, it could be that 
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concurrently enrolled students never fully adjust to either institution and do not have the 
opportunity to accumulate knowledge - which could assist them in the transfer and adjustment 
processes. For this reason, future research may want to incorporate transition theory into their 
analyses of concurrent enrollment students. In Schlossberg’s (1984) research on transitions  – 
events or nonevents that impact a person’s life – the sense of marginality and mattering is central 
to the transitioning person (Schlossberg, 1989). Taking into consideration the student’s view of 
their moving in, through, and out of their transition(s) may provide understanding of their coping 
strategies.  
Conclusion 
 The purpose of this study was to gain further insight into the perception of academic and 
social adjustment for students who participated in a concurrent enrollment transfer program. To 
this end, the Laanan-Transfer Students’ Questionnaire (L-TSQ) was administered to both 
traditional vertical transfer students and the primary population of interest. The results indicated 
that concurrent enrollment transfer students perceive their academic and social adjustment 
differently than traditional transfer students. Additionally, the knowledge gained while at the 
community college in order to navigate the transfer process proved significant for the perception 
of academic adjustment for concurrent enrollment transfer students, however not to the 
significance hypothesized.  
 The present study extended the literature on the adjustment of community college 
students to include those that have been concurrently enrolled at their receiving institution. We 
now realize that there is some aspect of the Parkland Pathway to Illinois program, in particular, 
that increases academic and social adjustment for students of color. We also have further 
understanding of the influence of experiences in the classroom with faculty at both the two- and 
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four-year institutions. Additionally, we have also learned that feeling satisfied in their 
community college experience influences the academic adjustment of concurrent enrollment 
transfer students. Similarly, these same students feel more socially adjusted when they are 
satisfied with the university experience.  
Unfortunately, it was also confirmed that the concurrent enrollment transfer students in 
this study felt alienated and not academically adjusted after completing the program. As this 
study was not designed to evaluate the Parkland Pathway to Illinois program, it is with great 
hope that the University of Illinois reflects on the results found and makes changes in order to 
fully support the needs of all incoming and continuing transfer students – not just Parkland 
Pathway to Illinois participants. It would not be difficult for an institution like the University of 
Illinois to become a transfer-receptive culture by establishing a transfer student center (with an 
online and physical presence) that can provide guidance and support to prospective, admitted, 
and enrolled transfer students. The students within this study have indicated feelings of 
marginalization and not mattering to the University: I am hopeful that the University will make it 
a priority to listen and make real change. 
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APPENDIX A: L-TSQ APPROVAL 
 
From: Frankie Laanan [flaanan@fau.edu] 
Sent: Monday, August 22, 2016 2:56 PM 
To: Zamani-Gallaher, Eboni Miel 
Cc: Frankie Laanan 
Subject: Re: Laanan's TSQ and the community college course 
 
Dear Eb, 
  
Greetings from South Florida! 
  
Thank you for the email and inquiry about the L-TSQ. Absolutely, I am honored that your 
student is interested in using (or adapting) the L-TSQ. FYI, attached is an article by Kristin 
Moser. She added new constructs to the L-TSQ. Please share. 
  
Take care and let me know if I can be of further assistance.   
  
Regards, 
  
--FSL 
  
From: "Zamani-Gallaher, Eboni Miel" <ezamanig@illinois.edu> 
Date: Friday, August 19, 2016 at 4:40 PM 
To: Frankie Santos Laanan <flaanan@fau.edu> 
Subject: FW: Laanan's TSQ and the community college course 
  
Hey Frankie! 
  
I hope this message finds you well. I have a student that is interested in using some items from 
your TSQ for her dissertation. I told her I thought you may be amenable to her request to modify 
for her study. Of course she will provide proper attribution and citation clearly in 
use/dissemination.  
  
Look forward to your thoughts. Have a good weekend. 
  
Best, 
Eb 
  
Eboni M. Zamani-Gallaher, Professor 
Department of Education Policy, Organization & Leadership 
College of Education 
University of Illinois at Urbana-Champaign 
380 Education Building, MC-708 
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APPENDIX G: QUALITATIVE DATA CODING 
 
Qualitative Coding Categories and Labels Based on L-TSQ Blocks 
Background Characteristics Parkland Pathway Participation 
Background Pathway - General 
 Pathway – Academic Expectations 
Community College Experiences Pathway – Financial 
Academics – Community College Pathway – Social  
Advantages – Community College  
Class size – Community college University Experiences 
Courses – General Education Academic Expectations - University 
Degree Programs – Community College  Academics – University  
Extra-Curricular – Community College Advising – University  
Facilities – Community College Campus Navigation – University  
Financial – Community College Class size - University 
Flexibility – Community College Confusion - University 
Institutional Climate – Community College Courses - University 
Living Arrangements – Community College Cultural Differences - Institutional 
Peers – Community College Cultural Differences - Student 
Perception – Community College Extra-Curricular - University 
RSOs – Community College Facilities - University 
Rigor – Community College Faculty – University 
Social – Community College Financial – University 
Transition – Community College Flexibility – University  
Undecided Institutional Climate 
Underprepared – Community College Involvement – University  
Work – Community College Living Arrangements - University 
 Opportunities – University  
Transfer Student Capital Peers - University 
Advising – Community College Perception – University  
Faculty – Community College RSOs - University 
Involvement – Community College Resources - University 
Preparation Rigor - University 
Prior Transfer Experience Survival – University  
Resources – Community College Transportation 
Skill building – Community College Underprepared - University 
Stigma – Community College Work – University 
Stigma – University  
Stigma – Transfer Student  
Survival – Community College  
Transfer Process  
Transition – University  
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Emergent Qualitative Coding Categories and Labels  
Emergent Themes 
Alienation - University 
Behind - Academically 
Engagement - University 
Lifestyle Changes - University 
Motivation - Overall 
Motivation – University  
Regret – Community College 
Regret - University 
Self-Care – University  
Self-Reliance – Community College 
Self-Reliance – University 
 
Parkland Pathway Participation 
Pathway - General 
Pathway – Academic Expectations 
Pathway – Financial 
Pathway – Social  
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APPENDIX H: QUANTITATIVE DATA CODING 
 
Community College Experiences 
Community College Course Learning 
In your experience at your community college, how often did you do each of the following? 
Q#  Question  Value  Response 
1  Took detailed notes in class  1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Participated in class discussions  1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Tried to see how different facts and ideas fit 
together  
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Thought about practical applications of the 
material  
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Worked on a paper or project where I had to 
integrate ideas from various sources  
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Tried to explain the material to another student 
or friend 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
Experiences with community college faculty and other educators 
In your experience at your community college, how often did you do each of the following? 
Q#  Question  Value  Response 
2  Visited faculty and sought their advice on class 
projects such as writing assignments and 
research papers. 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
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  Felt comfortable approaching faculty outside 
of class. 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Asked my instructor for information related to 
a course I was taking (e.g. grades, make-up 
work, assignments). 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Visited informally and briefly with an 
instructor after class. 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Discussed my career plans and ambitions with 
a faculty member. 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Asked an instructor for comments and 
criticisms about my work. 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
Experiences with community college courses 
To what extent do you agree or disagree with the following statements? 
Q#  Question  Value  Response 
3  The courses developed my critical and 
analytical thinking. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  The courses demanded intensive writing 
assignments and projects. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
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  Overall, the courses were intellectually 
challenging. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  The courses prepared me for the academic 
standards at the University of Illinois. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  The courses prepared me for my major at the 
University of Illinois. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  The courses required extensive reading and 
writing. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
Learning and Study Skills 
To what extent do you agree or disagree that your academic experiences at your community 
college gave you the skills you needed to prepare you for the standards and academic 
expectations at the University of Illinois? 
Q#  Question  Value  Response 
4  Computer skills  1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Mathematical skills  1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
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    4  Somewhat agree 
    5  Strongly agree 
  Note taking skills  1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Problem solving skills  1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Reading skills   1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Research skills   1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Speaking and oral presentation skills   1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Test taking skills   1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Time management skills   1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
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  Writing skills  1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
Experiences with academic counseling (advising) at the community college 
To what extent do you agree or disagree with the following statements? 
Q#  Question  Value  Response 
5  I consulted with academic counselors 
regarding transfer.  
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor disagree 
    4  Somewhat agree 
    5  Strongly agree 
  The information received from academic 
counselor(s) was helpful in the transfer 
process. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I met with academic counselors on a regular 
basis. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I talked with a counselor/advisor about courses 
to take, requirements, and education plans. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I discussed my plans for transferring to the 
University of Illinois or any other institution.  
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
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    4  Somewhat agree 
    5  Strongly agree 
  I identified courses needed to meet the general 
education/major requirements for the 
University of Illinois or any other institution. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
Satisfaction with the community college 
Please rate your satisfaction with your community college in regards to each of the aspects 
below. 
Q#  Question  Value  Response 
6  Overall quality of instruction  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    --  Not Applicable 
  Sense of community on campus  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    --  Not Applicable 
  Academic advising  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    --  Not Applicable 
  General education courses  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    --  Not Applicable 
  Amount of contact with faculty  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    --  Not Applicable 
  Class size  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
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    --  Not Applicable 
  Interactions with other students  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    --  Not Applicable 
  Overall college experience  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    --  Not Applicable 
Community College Perception 
To what extent do you agree or disagree with the following statements? 
Q#  Question  Value  Response 
7  I would recommend my former community 
college to other students 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  My community college was an intellectually 
stimulating and often exciting place to be. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  If I could start over again, I would still attend 
my community college 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
Transfer Process 
Please rate your level of agreement regarding the following activities prior to 
transferring and attending the University of Illinois full-time. 
Q#  Question  Value  Response 
8  I researched various aspects of the University 
of Illinois to get a better understanding of the 
environment and academic expectations. 
 1  Strongly disagree 
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    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I visited the University of Illinois campus to 
learn where offices and departments were 
located. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I spoke to academic counselors/advisors at the 
University of Illinois about transferring and 
major requirements. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I visited the admissions office at the University 
of Illinois. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I spoke to former community college transfers 
at the University of Illinois to gain an insight 
about their transfer experiences. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
Perceptions of the University of Illinois 
To what extent do you agree or disagree with the following statements? 
Q#  Question  Value  Response 
9  I felt overwhelmed by the thought of being at a 
large university with thousands of students. 
 1  Strongly disagree 
    2  Somewhat disagree 
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    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I felt prepared for the coursework and 
academic expectations at the University of 
Illinois. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I felt uncomfortable about being in large 
lecture classes. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I felt confident about the new challenges at the 
University of Illinois. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  I felt nervous about making new friends at the 
University of Illinois 
 1  Strongly disagree 
University of Illinois Experiences 
Faculty Interaction 
How often do you do each of the following at the University of Illinois? 
Q#  Question  Value  Response 
10  Visit faculty and seek their advice on class 
projects such as writing assignments and 
research papers. 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Felt comfortable approaching faculty outside 
of class. 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
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  Asked my instructor for information related to 
a course I was taking (e.g. grades, make-up 
work, assignments). 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Visited informally and briefly with an 
instructor after class. 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Discussed my career plans and ambitions with 
a faculty member. 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Asked an instructor for comments and 
criticisms about my work. 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
University course learning 
How often have you done each of the following at the University of Illinois? 
Q#  Question  Value  Response 
11  Took detailed notes in class  1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Tried to see how different facts and ideas fit 
together 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Thought about practical applications of the 
material 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
  Worked on a paper or project where I had to 
integrate ideas from various sources 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
176 
 
APPENDIX H (CONT) 
 
  Tried to explain the material to another student 
or friend 
 1  Never 
    2  Seldom 
    3  Often 
    4  Always 
Perceptions of University of Illinois faculty 
How often have you done each of the following at the University of Illinois? 
Q#  Question  Value  Response 
12  Faculty tend to be accessible to students.  1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Faculty are easy to approach.  1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Faculty tend to be more interested in their 
research than spending time with 
undergraduates. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Professors are strongly interested in the 
academic development of undergraduates. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
Stigma as a transfer student 
To what extent do you agree or disagree with the following statements? 
Q#  Question  Value  Response 
13  Because I was a "community college transfer," 
most students tend to underestimate my 
abilities. 
 1  Strongly disagree 
    2  Somewhat disagree 
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    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  There is a stigma at this university among 
students for having started at a community 
college. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Because I was a "community college transfer," 
most faculty tend to underestimate my 
abilities. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
Competition and survival culture 
To what extent do you agree or disagree with the following statements? 
Q#  Question  Value  Response 
14  There is a competitive nature among students 
at the University of Illinois that is not found at 
the community college. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Generally, students are more concerned about 
"getting the grade" instead of learning the 
material. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Many students feel like they do not "fit in" on 
this campus. 
 1  Strongly disagree 
    2  Somewhat disagree 
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    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Most students are treated like "numbers in a 
book." 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
Satisfaction with the University of Illinois 
Please rate your satisfaction with the University of Illinois in regard to each of the aspects 
below. 
Q#  Question  Value  Response 
15  Overall quality of instruction  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    5  Not Applicable 
  Sense of community on campus  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    5  Not Applicable 
  Academic advising  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    5  Not Applicable 
  Major courses  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    5  Not Applicable 
  Amount of contact with faculty  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    5  Not Applicable 
  Class size  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
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    4  Very satisfied 
    5  Not Applicable 
  Interactions with other students  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    5  Not Applicable 
  Overall college experience  1  Very dissatisfied 
    2  Dissatisfied 
    3  Satisfied 
    4  Very satisfied 
    5  Not Applicable 
Parkland Pathway to Illinois Participation 
Participation in the Parkland Pathway to Illinois program (skip logic = yes): 
Q#  Question  Value  Response 
16  Participation in the Parkland Pathway to 
Illinois program: 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Helped me to understand the academic and 
social expectations at the University of Illinois. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Made me feel like an “outsider.” I wasn’t a 
freshman and I wasn’t a regular transfer 
student. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Helped me to feel like I was a part of the 
University of Illinois community before I even 
became full-time. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
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    4  Somewhat agree 
  Made it easier to adjust academically to the 
University. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  Did not help me make social connections – 
everyone already had their friends. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
Perceptions of the University of Illinois 
To what extent do you agree or disagree with the following statements? 
Q#  Question  Value  Response 
17  I would recommend other students to transfer 
to the University of Illinois. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  The University of Illinois is an intellectually 
stimulating and often exciting place to be. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
  If I could start over again, I would still transfer 
to the University of Illinois. 
 1  Strongly disagree 
    2  Somewhat disagree 
    3  Neither agree nor 
disagree 
    4  Somewhat agree 
    5  Strongly agree 
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Adjustment to the University of Illinois 
Psychological adjustment 
To what extent do you agree or disagree with the following statements? 
Q#  Question  Value  Response 
18  I often feel overwhelmed by the size of the 
student body. 
 1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
    5  Strongly disagree 
  The large classes intimidate me.  1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
    5  Strongly disagree 
  It is difficult to find my way around campus.  1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
    5  Strongly disagree 
  Upon transferring, I felt alienated at this 
university. 
 1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
    5  Strongly disagree 
Academic adjustment 
To what extent do you agree or disagree with the following statements? 
Q#  Question  Value  Response 
19  Adjusting to the academic standards or 
expectations at the University of Illinois has 
been easy. 
 1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
    5  Strongly disagree 
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  I experienced a dip in grade point average after 
I transferred. 
 1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
    5  Strongly disagree 
  My level of stress increased when I started at 
this University. 
 1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
    5  Strongly disagree 
Social adjustment 
To what extent do you agree or disagree with the following statements? 
Q#  Question  Value  Response 
20  Adjustment to the social environment at the 
University of Illinois has been easy. 
 1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
    5  Strongly disagree 
  I am meeting as many people and making as 
many friends as I would like. 
 1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
    5  Strongly disagree 
  It is easy to make friends at this University.  1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
    5  Strongly disagree 
  I am very involved with social activities at this 
university. 
 1  Strongly agree 
    2  Somewhat agree 
    3  Neither agree nor 
disagree 
    4  Somewhat disagree 
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    5  Strongly disagree 
Open ended questions 
21  In regard to your community college experiences, use the space below to provide 
any additional information you would like to share. 
22  If you would like to provide more information or share your experience as a transfer 
student to the University of Illinois, feel free to use the space below. 
23  If you would like to share your experiences within the Parkland Pathway to Illinois 
program and its impact (if any) on your adjustment to being full-time at the 
University of Illinois, feel free to use the space below. 
24  In regard to your experiences at the University of Illinois, please use the space 
below to  provide any additional information you would like to share. 
25  Regarding your psychological, academic, and social adjustment to the University of 
Illinois, if you would like to share any additional thoughts or comments, feel free to 
do so in the space below. 
26  What factors helped you adjust to the University of Illinois? Feel free to explain 
what factors contributed to your successful or unsuccessful transfer. 
27  What have we not asked you about your transfer to the University of Illinois that 
you would like us to know? 
Background characteristics 
28  What year did you transfer full-time to the 
University of Illinois? 
 1  2014 
    2  2015 
    3  2016 
    4  2017 
    5  Unsure 
29  In what term did you transfer?  1  Spring  
    2  Summer  
    3  Fall  
    4  Unsure  
30  How many credit hours did you earn prior to 
your transfer? 
 1  0-29  
    2  30-59  
    3  60-89  
    4  90+ 
31  Did you earn any college credit through dual 
credit courses at your high school or at your 
community college (do not include any 
Advanced Placement or International 
Baccalaureate credit)? 
 1  Yes 
    2  No 
    3  Unsure/Don’t know 
32  Prior to enrolling full-time at the University of 
Illinois, did you earn a degree or certificate 
from your community college? 
 1  Yes 
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    2  No 
33  If you have completed at least one semester at 
the University of Illinois, to the best of your 
memory, what was your grade point average 
earned for that first semester? 
    
34  What major/concentration are you pursuing at 
the University of Illinois (e.g. Urban and 
Regional Planning, Human Nutrition, 
Computer Engineering)? 
    
35  Please select an ethnic identification:  1  Hispanic/Latino 
    2  Not Hispanic/Latino 
    3  Prefer not to say 
36  Please select one or more racial identifications:  1  American Indian or 
Alaska Native  
    2  Asian  
    3  Black or African 
American  
    4  Native Hawaiian or 
Other Pacific 
Islander  
    5  White  
    6  Unknown  
    7  Prefer not to say  
37  What is your gender?  1  Male  
    2  Female  
    3  Non-binary/third 
gender 
    4  Prefer to self-
describe: 
    5  Prefer not to say 
38  Estimated parental income when you began at 
the community college: 
 1  Less than $20,000 
    2  $20,000 - $39,999 
    3  $40,000 - $59,999 
    4  $60,000 - $79,999 
    5  $80,000 or more 
39  Highest education of mother  1  Some high school  
    2  High school graduate  
    3  Some college (no 
certificate or degree 
awarded)  
    4  Certificate or 
Associate degree  
    5  Bachelor's degree  
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    6  Some graduate 
school  
    7  Graduate-level 
degree (Master's, 
PhD, MD, etc.)  
    8  Don't know  
39  Highest education of father  1  Some high school  
    2  High school graduate  
    3  Some college (no 
certificate or degree 
awarded)  
    4  Certificate or 
Associate degree  
    5  Bachelor's degree  
    6  Some graduate 
school  
    7  Graduate-level 
degree (Master's, 
PhD, MD, etc.)  
    8  Don't know  
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Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Community College Learning 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  N M SD  t df p 
CCLearning_Notes 26 3.12 .711  168 3.33 .688  -1.456 192 .147 
CCLearning_Class
Discussions 26 3.15 .732  168 3.17 .734  -.121 192 .904 
CCLearning_Ideas
Fit 26 3.19 .694  168 3.18 .706  .052 192 .958 
CCLearning_Mater
ialApplication 25 3.12 .726  167 3.10 .679  .165 190 .869 
CCLearning_Integr
ateIdeas 26 2.96 .824  168 3.17 .734  -1.342 192 .181 
CCLearning_Expla
inMaterial 26 2.77 .951  168 2.99 .789  -1.279 192 .202 
** Correlation is significant at the 0.01 level (2-tailed). 
* Correlation is significant at the 0.05 level (2-tailed). 
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Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Community College Faculty 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  N M SD  t df p 
CCFaculty_Visited
Formally 27 2.56 .974  168 2.49 .889  .329 193 .742 
CCFaculty_ComfA
pproach 27 3.37 .629  168 3.21 .854  .945 193 .346 
CCFaculty_AskedI
nfo 27 2.70 .912  168 2.95 .881  
-
1.355 193 .177 
CCFaculty_VisitIn
formally 27 2.48 1.051  168 2.55 .894  -.379 193 .705 
            
CCFaculty_Career
Discussion 27 2.33 1.177  168 2.42 .970  -.431 193 .705 
CCFaculty_Assign
mentFeedback 27 2.44 1.121  168 2.54 .908  -.499 193 .618 
** Correlation is significant at the 0.01 level (2-tailed). 
* Correlation is significant at the 0.05 level (2-tailed). 
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Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Community College Courses 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  N M SD  t df p 
CCCourses_Critica
lThinking 27 4.26 .594  168 4.02 .879  1.376 193 .170 
CCCourses_Intensi
veWriting 26 3.50 .949  168 3.51 1.055  -.054 192 .957 
CCCourses_Intelle
ctuallyChallenging 27 3.85 .864  168 3.77 1.087  .355 193 .723 
CCCourses_Prepar
edAcademic 27 3.89 1.050  168 3.72 1.193  .692 193 .490 
CCCourses_Prepar
edMajor 27 3.78 1.219  167 3.51 1.312  .997 192 .320 
CCCourses_ExtRe
adingWriting 27 3.26 .903  167 3.26 1.182  .009 42 .993 
** Correlation is significant at the 0.01 level (2-tailed). 
* Correlation is significant at the 0.05 level (2-tailed). 
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Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Community College Learning and Studying Skills 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  N M SD  t df p 
CCLearnandStudy_Co
mputerSkills 27 3.37 1.149  168 3.42 1.260  -.202 193 .840 
CCLearnandStudy_Ma
thematicalSkills 27 3.67 1.109  168 3.76 1.175  -.394 193 .694 
CCLearnandStudy_Not
eTakingSkills 27 3.85 .907  168 3.89 1.122  -.181 193 .857 
CCLearnandStudy_Pro
blemSolvingSkills 27 4.11 .751  167 4.01 .963  .510 192 .611 
CCLearnandStudy_Rea
dingSkills 27 3.78 .847  167 3.75 1.089  .106 192 .611 
CCLearnandStudy_Res
earchSkills 27 3.59 1.118  168 3.57 1.246  .083 193 .934 
CCLearnandStudy_Pre
sentationSkills 27 4.15 .770  168 4.07 1.041  .367 193 .714 
CCLearnandStudy_Tes
tTakingSkills 27 3.85 .770  167 3.81 1.195  .215 49 .831 
CCLearnandStudy_Ti
meMgmtSkills 27 4.11 .847  168 3.89 1.219  1.159 45 .252 
CCLearnandStudy_Wri
tingSkills 27 3.93 .616  168 3.94 1.059  -.101 55 .920 
** Correlation is significant at the 0.01 level (2-tailed). 
* Correlation is significant at the 0.05 level (2-tailed). 
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APPENDIX I (CONT.) 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Community College Advising 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  N M SD  t df p 
CCAdvising_Consulte
dTransfer 27 4.30 1.068  167 4.17 1.255  .504 192 .615 
CCAdvising_InfoHelpf
ul 27 3.67 1.330  167 3.56 1.463  .366 192 .715 
CCAdvising_MetRegu
lar 27 3.56 1.311  166 3.22 1.473  1.124 191 .262 
CCAdvising_Academi
cPlan 27 4.44 .892  167 4.07 1.290  1.468 192 .144 
CCAdvising_PlanforU
IUC 27 4.56 .847  167 4.10 1.345  2.376 50 .021* 
CCAdvising_ReqCour
sesIdentified 27 4.56 .801  167 4.33 1.038  1.081 192 .281 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed). 
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APPENDIX I (CONT.) 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Community College Satisfaction 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  N M SD  t df p 
CCSatisfaction_Qualit
yInstruction 27 3.41 .636  166 3.43 .700  -.184 191 .855 
CCSatisfaction_Senseo
fCommunity 27 2.85 .907  163 2.87 1.037  -.091 188 .928 
CCSatisfaction_Advisi
ng 27 3.37 .629  164 2.84 1.047  .595 189 .553 
CCSatisfaction_GenEd
s 27 3.37 .629  164 3.41 .606  -.350 189 .727 
CCSatisfaction_Facult
yContact 25 3.36 .638  162 3.43 .703  -.441 185 .659 
CCSatisfaction_ClassS
ize 26 3.54 .706  164 3.75 .524  -1.465 30 .153 
CCSatisfaction_Studen
tInteraction 27 3.22 .577  161 3.24 .797  -.125 186 .901 
CCSatisfaction_Overal
lExperience 27 3.22 .801  164 3.26 .780  -.208 189 .835 
** Correlation is significant at the 0.01 level (2-tailed). 
* Correlation is significant at the 0.05 level (2-tailed) 
 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Community College Perception 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
CCPerception_Recom
mend 27 4.19 .962  167 4.30 1.050  -.530 192 .597 
CCPercetion_Stimulati
ng 27 3.74 1.130  167 3.68 1.247  .227 192 .820 
CCPerception_StillAtt
end 27 4.26 .944  167 3.96 1.355  1.435 45 .158 
** Correlation is significant at the 0.01 level (2-tailed). 
* Correlation is significant at the 0.05 level (2-tailed) 
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APPENDIX I (CONT.) 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Prior Transfer Activities 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
PriorTransfer_Researc
h 27 3.89 .934  166 4.02 1.084  -.612 191 .541 
PriorTransfer_Visit 27 4.15 1.167  166 3.84 1.299  1.168 191 .244 
PriorTransfer_UIUCA
dvisor 27 4.48 .849  167 3.90 1.295  3.012 48 .004** 
PriorTransfer_Admissi
ons 26 3.15 1.461  166 3.10 1.586  .155 190 .877 
PriorTransfer_Talkedto
Others 27 3.44 1.423  167 2.83 1.654  2.044 38 .048* 
PriorTransfer_Overwh
elmedSize 27 2.67 1.617  168 3.04 1.431  -1.222 193 .223 
PriorTransfer_Prepared
Rigor 27 3.63 .967  168 3.59 1.057  .186 193 .853 
PriorTransfer_Uncomf
ClassSize 27 2.93 1.466  168 2.82 1.328  .374 193 .709 
PriorTransfer_Confide
nt 27 3.78 1.155  168 4.03 .918  -1.080 32 .288 
PriorTransfer_Nervous
NewFriends 27 3.11 1.502  168 3.83 1.241  -2.372 32 .024* 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
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APPENDIX I (CONT.) 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on UIUC Faculty 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
UIUCFaculty_VisitedF
ormally 27 2.30 .724  168 2.38 .894  -.467 193 .641 
UIUCFaculty_ComfAp
proach 27 2.52 .753  168 2.82 .852  -1.706 193 .090 
UIUCFaculty_AskedIn
fo 27 2.52 .802  168 2.63 .945  -.585 193 .559 
UIUCFaculty_VisitedI
nformally 27 2.26 .944  168 2.27 .894  -.078 193 .938 
UIUCFaculty_CareerD
iscussion 27 2.37 .967  168 2.24 .962  .663 193 .508 
UIUCFaculty_Assignt
mentFeedback 27 2.37 .926  168 2.35 .992  .094 193 .925 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
 
 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on UIUC Learning 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
UIUCLearning_Notes 27 3.11 .577  168 3.45 .673  -2.783 38 .008** 
UIUCLearning_Ideas
Fit 27 3.33 .620  168 3.38 .681  -.299 193 .766 
UIUCLearning_Mater
ialApplication 27 3.44 .641  167 3.39 .629  .422 192 .673 
UIUCLearning_Integr
ateIdeas 27 3.26 .813  168 3.24 .793  .092 193 .927 
UIUCLearning_Explai
nMaterial 27 2.89 .847  168 3.11 .797  -1.309 193 .192 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
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APPENDIX I (CONT.) 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on UIUC Perception of Faculty 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
UIUCFaculty_Researc
hFocus_Reverse 27 2.78 .974  168 3.10 1.165  -1.342 193 .181 
UIUCFaculty_Accessi
ble 27 3.96 .854  168 3.85 1.072  .543 193 .588 
UIUCFaculty_Approac
hable 27 3.56 .934  167 3.80 1.077  -1.124 192 .262 
UIUCFaculty_Intereste
dinStudents 27 3.56 .934  168 3.82 .970  -1.298 193 .196 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Perception of Transfer Stigma 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
Stigma_StudentsUnder
estimate 27 3.33 1.074  168 3.25 1.251  .327 193 .744 
Stigma_CCStart 27 3.33 1.209  168 3.02 1.281  1.174 193 .242 
Stigma_FacultyUndere
stimate 27 2.11 1.050  168 2.40 1.117  -1.252 193 .212 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
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APPENDIX I (CONT.) 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Perception of Transfer Stigma 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
UIUCCulture_Competi
tion 27 2.07 1.328  168 2.45 1.353  -1.352 193 .178 
UIUCCulture_Getting
Grade 27 2.15 1.231  168 2.42 1.306  -1.021 193 .309 
UIUCCulture_Fit 27 3.41 .888  168 3.18 1.068  1.055 193 .293 
UIUCCulture_Number
s 27 3.30 1.103  168 2.99 1.171  1.254 193 .211 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Satisfaction with UIUC 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
UIUCSatisfaction_Qua
lityInstruction 27 3.33 .555  167 3.45 .627  -.903 192 .368 
UIUCSatisfaction_Sen
seofCommunity 27 3.26 .859  164 3.32 .749  .664 189 .508 
UIUCSatisfaction_Adv
ising 27 3.41 .501  164 3.32 .749  .604 189 .547 
UIUCSatisfaction_Maj
orCourses 27 3.41 .747  161 3.55 .569  
-
1.171 186 .243 
UIUCSatisfaction_Fac
ultyContact 26 3.08 .628  163 3.04 .785  .248 187 .804 
UIUCSatisfaction_Clas
sSize 27 3.00 .734  167 2.90 .801  .583 192 .560 
UIUCSatisfaction_Stu
dentInteraction 27 3.26 .526  163 3.04 .831  1.346 188 .180 
UIUCSatisfaction_Ove
rallExperience 26 3.31 .618  167 3.26 .738  .290 191 .772 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
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APPENDIX I (CONT.) 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Perception of UIUC 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
UIUCPerception_Reco
mmend 26 4.38 .697  168 4.32 .884  .348 192 .728 
UIUCPerception_Stim
ulating 27 4.52 .643  168 4.16 1.165  .415 192 .678 
UIUCPerception_Still
Attend 27 4.52 .700  168 4.16 1.165  2.209 53 .032* 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Psychological Adjustment 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
PsychAdjust_Overwhe
lmed 27 3.63 1.275  168 3.27 1.265  1.355 193 .177 
PsychAdjust_ClassSize 27 3.70 1.265  168 3.52 1.243  .719 193 .473 
PsychAdjust_Navigate
Campus 27 4.00 1.177  168 3.71 1.175  1.197 193 .233 
PsychAdjust_Alienated 27 3.78 1.121  168 3.10 1.337  2.513 193 .013* 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
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APPENDIX I (CONT.) 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Academic Adjustment 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
AcadAdjust_Easy 27 2.37 1.115  168 2.83 1.298  -1.956 38 .058 
AcadAdjust_GPA_Dip
* 27 2.56 1.476  167 3.26 1.358  -2.462 192 .015* 
AcadAdjust_StressIncr
ease* 27 3.59 1.338  167 4.01 1.114  -1.763 192 .079 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
 
Independent Samples t-test Comparing Traditional and Parkland Pathway to Illinois Transfer 
Students on Social Adjustment 
 Parkland Pathway  Traditional  Independent Samples t- test 
n M SD  n M SD  t df p 
SocialAdjust_Easy 27 2.48 1.122  168 3.11 1.360  -2.631 39 .012* 
SocialAdjust_Meeting
People 27 2.59 1.185  168 3.09 1.443  -1.957 40 .057 
SocialAdjust_EasyFrie
ndMaking 27 2.67 1.177  168 2.98 1.349  -1.125 193 .262 
SocialAdjust_SociallyI
nvolved 27 2.59 1.248  168 2.91 1.285  -1.199 193 .232 
** Significant at the 0.01 level (2-tailed). 
* Significant at the 0.05 level (2-tailed) 
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APPENDIX J: REGRESSION COLLINEARITY ANALYSIS 
 
 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 21 
1. CC Learning --                   
2. CC Courses .408** --                  
3. CC Advising .171* .284** --                 
4. CC Faculty  .530** .322** .330** --                
5. CC L&S Skills  .415** .689** .427** .397** --               
6. Transfer Process  -.010 .054 .236** .162* .064 --              
7. CC Perception  .317** .500** .315** .355** .529** -.007 --             
8. CC Satisfaction  .411** .467** .322** .483** .570** .075 .656** --            
9. Univ Percept: Acad  .198** .373** .117 .133 .360** .188** .056 .160* --           
10. Univ Percept: Social  .029 .030 .066 .126 -.022 .016 .145* .099 -.355** --          
11. UIUC Faculty Interaction  -.017 -.070 .041 .206** -.017 .327** -.072 -.021 .208** -.210** --         
12. UIUC Faculty Perception  -.153* .055 .034 -.156* .062 .175* -.049 -.044 .229** -.203** .501** --        
13. UIUC Course Learning  .327** .105 .049 .116 .170* .197** -.051 .002 .240** -.209** .351** .223** --       
14. University Satisfaction  -.156* .132 .052 -.079 .151* .252** -.052 .068 .291** -.200** .451** .557** .314** --      
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 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 21 
15. University Perceptions  -.067 .168* .130 -.008 .115 .261** .020 .036 .230** -.057 .275** .413** .244** .719** --     
16. Transfer Stigma  .027 -.061 .036 .110 -.062 .073 -.026 -.059 -.133 .178* -.112 -.304** .013 -.282** -.255** --    
17. Competition  -.255** -.007 -.045 -.179* -.012 .015 -.093 -.101 .025 -.062 .187** .398** .046 .419** .392** -.225** --   
18. Psychological Adj  -.040 .161* .100 -.101 .150* .160* -.122 -.014 .339** -.612** .232** .328** .246** .475** .364** -.309** .204** --  
19. Academic Adj  -.080 -.357** -.072 -.072 -.312** .008 -.097 -.085 -.259** .152* -.085 -.139 -.068 -.191** -.202** .090 -.139 -.372** -- 
20. Social Adj  -.022 -.194** -.136 -.092 -.213** -.194** .003 -.092 -.312** .424** -.305** -.264** -.233** -.508** -.389** .283** -.186** -.565** .278** 
 
